




















































































































































































































































































































































































































































































































































































































































































































































































































































































The Female-moneme in English: Semantic 

Considerations in Testing Moneme-1 dentity 

Muhammad Saleem Munla 
Professor of Linguistics 
Department of English and 
Modern European Languages 

University of Qatar 

Introductory 

Let me preface my discussion with definitions of 
some key Axiomatic Functionalist terms and notions 
used in the present paper: 

Definitions (1) 

"Moneme" for "minimum morphological (plerematic) 
entity. This implies minimum grammatical entity." 
Monemes are the grammatical analogues of 
distinctive features in phonology. 

" Plereme " for " word or grammateme " 

" Complex plereme " for " morphological complex " 
A morphological complex may be viewed as a 
simultaneous bundle of at least two monemes in a 
relation of simultaneity with one another. 

"Hyponyrri" for "signum whose denotation class is 
properly included in the denotation class of another 
signum" 

"Hyperonym" for "signum whose denotation class 
properly includes the denotation class of another 
signum" . 
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The purpose of the present paper is to explore the 
possibility of testing hypotheses for moneme
identity by using an additional criterion of adequation 
with respect to semantic factors: a criterion 
concerning the assumption of recoverability of 
denotations of complex pleremes from the 
denotations of their constituents. I have taken the 
position that, in the final analysis, a particular 
complex plereme is a combination of two or more 
monemes holds on condition that the overall 
denotation of the complex in question is recoverable 
from the denotations of its constituents, plus, of 
course, from having a relatively clear (though 
necessarily rather approximate) idea of the semantic 
role played by the constructional relation between 
these constituents. 

I must admit that the basic idea of requ1nng 
grammatical solutions to be semantically adequate is 
not, as such, a novel notion-though it may be a 
controversial one (Hervey 1975). The attempt to 
supplement the testing of moneme-identity by the use 
of considerations of semantic adequacy should be 
seen in the light of five core factors which seem to 
be embedded in the literature on Axiomatic 
Functionalist Linguistics particularly in Theory of the 
Linguistic Sign (Mulder and Hervey, 1972), The 
Strategy of Linguistics: Papers on the Theory and 
Methodology of Axiomatic Functionalism (Mulder and 
Hervey, 1980) and Axiomatic Semantics: A Theory 
of Linguistic Semantics ( Hervey 1979 ) . My 
interpretation of the five core factors run as follows: 

* a constituent sign is , by definition , an element 
with a certain form and a certain denotation , the 
latter being a constant function of that sign(a fact 
which follows from the very definition of the 
notion "sign"); 

8 



* each of the constituents of a particular complex 
sign can be identified as a constituent sign only if 
it plays the same constant denotational function in 
that complex of which it is said to be a constituent, 
as it does in other complexes; 

* constituents of different complex signs may be 
identified as the same sign only if they can be 
attributed the same denotational function; 

* each constituent in a complex sign contributes its 
own denotation to the overall denotation of that 
complex as a whole, which implies the constraint 
that from hypothesizing the denotation of each 
constituent sign, plus, of course, having a 
relatively clear (though rather approximate) idea of 
the semantic role played by the constructional 
relations between them, we should be able to 
envisage the reconstruction of the denotation of the 
complex as a whole, and 

* all morphological relations are one type (namely 
simultaneity); there is , therefore, reason to 
believe that the semantic function of this 
simultaneity relation is also of one single type (i.e. 
proliferation of the semantic functions of this 
relation must be precluded). This semantic function 
is unlikely to be more specific than what can be 
roughly captured by the paraphrase "has something 
to do with", and is, in all probability, a symmetrical 
function. 

The "Female "-moneme 

In what follows, I propose to hypothesize the 
identity of the tentative moneme, which I have 
labeled the "Female"-moneme. The hypothesis 
tentatively advanced takes the form that each 
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member of the set of complex pleremes presented in 
the Table below is a combination of a moneme-which 
for reasons of convenience might be called "base"-and 
the tentative "Female"-moneme. For each item in the 
table below tests were performed according to a 
methodology consisting of the step-by-step 
application of four successive criteria stipulated by 
Axiomatic Functionalist Theory: 

* A morphological complex must be a self-contained 
potential constituent in grammar. 

* A morphological complex must contain at least two 
fully-fledged signs, and no constituents that are 
not fully-fledged signs, otherwise it is not complex 
on the grammatical level. 

* A morphological complex must contain only simple 
signs, i.e. all immediate constituents of a 
morphological complex must, at the same time, be 
its ultimate constituents. 

* The Constituents of a morphological complex 
(simple signs) must be constituents of a 
construction that does not tolerate any potential 
for constructional asymmetry within itself.( 2) 

These tests were designed for the identification of 
morphological complexes as opposed to syntactic 
complexes. All the items retained in the table below 
are bona fide morphological complexes. I have 
refrained from spelling out the demonstrations in the 
main body of the text for limitation of space, not to 
mention the fact that their inclusion would make for 
cumbersome, if not tedious, reading. 

The hypothesis tentatively advanced below 
represents an exploration of the form a morphological 
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description might take if developed and tested not 
only against "formal", commutational, and 
distributional criteria but also against semantic 
considerations. It would be hard to claim that-even in 
the kind of semantic considerations against which the 
adequacy of "solutions" are measured-this hypothesis 
is necessarily the most effective or satisfactory one 
available. Nonetheless, it represents a genuine 
attempt at a particular way of going about the 
business of decision-making in morphology. 

As a further remark to the method of stating my 
hypothesis in tabulated form, I must mention that in 
the table below an attempt has been made at 
specifying the allomorph representing the "Female"
moneme and at providing an example of the kind of 
context ("base") in which that allomorph occurs. The 
reason for not giving an exhaustive inventory of the 
"bases" a particular allomorph co-occurs with (though 
this is possible both in principle and in practice) is 
dictated purely by limitations of space. Consequently, 
a number of "bases" noted in the table is marked by 
etc . . This is to indicate that the set of "bases" with 
which a particular allomorph co-occurs is relatively 
large, i.e. hard to inventorize. The absence of etc. , 
therefore, should be taken to mean that the set of 
"bases" is closed. For the purpose of further 
clarification, I have also attempted to supplement the 
tabulated version of my hypothesis with a sub-table 
marked "Distribution", giving more examples of 
"bases" with which the allomorphs of the "Female "
moneme co-occur. 

The identity hypothesis concerning the Female
moneme runs as follows: 
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Table 

The identity hypothesis concerning the Female
moneme, having the formal variants listed below and 
being denotationally equivalent to the rough 
paraphrase (female x) 

Allomorph 
I es/ 
Ires/ 
I i k s I 
Ire tl 
/es - r/ 
/e - r/ 
/es - Ou/ 
Ires - rnt/ 
/e - Ri ... in/ 

Discussion 

Context 
(lion),etc. 
(archer), etc. 
(prosecutor), etc. 
(usher), etc. 
(sorcerer), etc. 
(comedian), etc. 
(negro) 
(inhabitant) 
(hero) 

Complex Plereme 
lioness 
archeress 
prosecutrix 
usherette 
sorceress 
comedienne 
negress 
inhabitress 
heroine 

The hypothesis tentatively advanced in the table 
above is partly motivated by the assumption that it 
will need to be specifically tested for recoverability 
of denotations. I have taken the position that, in the 
final analysis, the hypothesis that a particular 
complex plereme is a combination of a moneme (base) 
and the Female-moneme holds only on condition that 
the overall denotation of that complex is recoverable 
from the denotation of its constituents. Thus, for 
instance, taking the overall denotation of the complex 
plereme lioness to be more or less equivalent to 
female lion, we find this denotation to be recoverable 
only on the hypothesis that the complex in question is 
a combination of 
(a) the moneme base (lion), having the normal 

denotation attributed to this sign in such contexts 
as a lion is an animal of the carnivorous family, 
and 
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(b) the tentative moneme-which I have labeled the 
Female-moneme - represented by the allomorph 
/es/ and having a denotational contribution 
equitable with female x. 

The overall denotation emerges, thus, out of an 
interplay between the denotation of the Female
moneme and the designation of the appropriate base: 
e.g. (leopard) /leopardess, (tiger) I tigress, 
(sorcerer)/sorceress, etc. 

It must be pointed cut here that the plereme "lion" 
and the moneme "lion" (both as in "lion" and as in 
"lioness"), respectively must be attributed the same 
denotation, i.e. the sign "lion" (whether moneme or 
plereme in grammatical status) must have a 
denotation determinate only to species, but 
indeterminate as to sex. In this way, the plereme 
"lion" (containing as its sole constituent the moneme 
"lion-") is also indeterminate as to sex, whereas in 
the plereme " lioness" the denotational contribution 
of the "Female"-moneme is the sole factor 
determining sex. Consequently, the opposition 
between "lion" and "lioness" can be accounted for as 
an opposition between zero and the "Female"-moneme: 

"lion" R 0 ="lion" 
"lion" R "Female"-moneme = "lioness 

Semantically speaking, the relation holding between 
the sign "lion" and the sign "lioness" is a hyperonym
hyponym relation. This is tantamount to saying that 
the denotation class of the sign "lioness" (hyponym) is 
properly included in the denotation class of the sign 
"lion" (hyperonym). 

Analogous arguments involving hyperonym-hyponym 
relations seem to hold in cases like "actor"/actress, 

13 



"i nvento r"/inventress, etc. Thus, for instance, 
assuming the complex plereme "actress" to be a 
simultaneous bundle of three monemes, namely, 

(a) the moneme "to act" represented in other contexts 
by the allomorph "/akT/", 

(b) the moneme traditionally termed "agent' ("-or") 
represented by the allomorph "/r/", and 

(c) the "Female-moneme represented by the allomorph 
"/es/'', we find that the base of the complex 
plereme in question namely (actor)-is analogous 
with monomonematic moneme bases such as 
"lion", "tiger", "author", "poet", etc. (in "lioness", 
tigress", "authoress", "poetess", respectively) in 
that its denotation is also indeterminate as to 
sex. The denotational contribution of the 
"Female"-moneme in "actress" can be seen as the 
sole factor determining sex. Accordingly, the 
opposition between the plereme "actor" and the 
plereme "actress" can be accounted for as an 
opposition between zero and the "Female"
moneme. In semantic terms, "actor" is the 
hyperonym of "actress" and the latter is a 
hyponym of the former. 

Another angle from which the adequacy of treating 
"actress", etc. by analogy with "lioness" may be 
considered is that of "proportionality". This notion 
plays, for instance, an important part in the 
adequation of phonological hypotheses, and may do so 
in grammatical description as well, with the proviso 
that, whereas phonological correlations should be 
phonetically plausible, the comparative plausibility 
of grammatical "proportions" has to be assessed in 
'semantic' terms. The satisfactory nature of the 
proportions in question can be seen in 
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actor 
(indet.) 

hunter 
(indet.) 

actress 
(female) 

huntress 
(female) 

.. .. lion 
(indet.) 

.. author 
(indet.) 

: lioness . . .. 
(female) 

: authoress :: etc . 
(female) 

Particular problems arise with pleremes 
designating titles: e.g. "countess", "baroness", 
"duchess", "marchioness", etc. These pleremes cannot 
be treated analogously with cases like 

"lion" "lioness" 
"tiger" "tigress" 
"actor" - "actress" 
"hunter" - "huntress" 
etc. 

In the first place, occurrences of "count", "baron", 
"duke", "marquis", etc. in other contexts do not seem 
to be indeterminate to sex (as are occurrences of 
"lion", "tiger", "actor", "hunter", etc.) but strictly 
denote persons of the male sex-which means that, 
whereas 

"lion" (of indeterminate sex) R 0 

can be interpreted as a hyperonym of 
"lion" R "Female"-moneme (i.e. 

female lion), 

such a hyperonym-hyponym relation cannot be posited 
between, say, "count" (male) and "countess" (wife of a 
count or female holder of the title "countess"). This 
situation is not consistent with interpreting the 
opposition 
"count" - "countess" as "count" (male) R 0 - "count" 
(indet.) R "Female"-moneme. 

In the second place, "countess" cannot be interpreted 
as "member of the female subset of the class of 
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counts" (compare) on the other hand, "lioness" 
interpretable as "member of the female subset of the 
class of lions"). While "lioness" constitutes an 
antonym of the sign "male lion", "countess" is not an 
antonym of "male count"-the latter in any case being 
nonsensically tautological. If anything, "countess" 
designates the female 'equivalent' or "counterpart" to 
"count"-a person of female sex holding the title in 
question either by marriage or by birth. 

Proportionality also shows up the inadequacies of 
treating countess, baroness, duchess, marchioness, 
etc. by analogy with lioness, tigress, actress, etc. (i.e. 
by identifying in the former the same Female-moneme 
as one identifies in the latter). The unsatisfactory 
nature of the proportions in question can be seen in 

lion 
(indet.) 

lioness 
(female) 

count 
(male) 

countess 
(female) 

Under these circumstances, one could at best 
suggest that countess, etc. may be analyzed by 
hypothesizing a moneme different in sign identity and 
in denotational contribution from the normal Female
moneme. One could, in this event, need to imagine the 
denotation of this additional tentative moneme as 
being something like female equivalent I counterpart 
of a particular male x (by marriage or by birth). Such 
a solution would not, however, obviate the problem 
that, for instance countess does not designate the 
female holder of the title of count, but the holder of a 
title countess, which happens to be restricted to 
females. It would seem, therefore, that countess is 
far too specialized in denotation - the cultural/ 
social/ historical factors governing the acquisition of 
the title being, themselves, rather specialized (3) -
to allow this plereme to be analyzed as though it 
merely designated the female version of a count. 
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With this in mind, it seems preferable to classify 
countess, baroness, duchess, marchioness, etc. as 
unanalysable pleremes (pseudo-composites). 
Distribution 

Generally speaking, the Female-moneme is not 
frequently used. This, may, perhaps, be due to the 
fact that indeterminate reference is socially 
preferred: e.g. doctor, author, poet, etc. The Female
moneme may occur in the context of monomonematic 
bases (e.g. lion/lioness, author/ authoress, etc.) as 
well as poly-monematic ones (e.g. actor/ actress, 
etc.). The complex plereme actress, for instance, may 
be represented as follows: 

(to act + or) + Female-moneme 

As can be seen from the table below, the allomorphs 
of the Female-moneme are not, with regard to 
distribution, in perfect contextual variance. 

Allomorph 

I e s/ 

Ires/ 

ikS/ 

/res - r/ 

Occurring in the context of the 
bases (tiger), (leopard), (lion), 
(host), (poet), (author), (priest), 
(heir), (arbiter), (proprietor), 
(spectator), (ambassador), (act + 
or), (invent + or), etc. We may 
also note that the allomorph /es/ 
and the allomorph /ikS/ are in 
mixed variance in the context of 
the bases (arbiter), (proprietor) 
and (spectator). 
(doctor), (millionaire), (tutor), 
(tailor), etc. 
(executor), (testator), (inherit + 
or), etc. 
(emperor), (fruiterer), (sorcerer), 
etc. 
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Notes 

1. cf. Postulates for Axiomatic Functionalism, 
(reprinted in Mulder and Hervey, 1980) and Pseudo
composite and Pseudo-words: Sufficient and 
Necessary Criteria for Morphological Analysis, La 
Linguistique, 9 (Hervey and Mulder, 1973). The 
reader is also referred to Postulates for 
Axiomatic Functionlaist Semantics in The Strategy 
of Linguistics (Mulder and Hervey, 1980). 

2. ct. Pseudo-composite and Pseudo-words: Sufficient 
and Necessary Criteria for Morphological Analysis, 
La Linguistique, 9, pp.41-69 

.3. It must be noted that pleremes like countess, 
baroness, duchess, etc. have come into English as a 
result of wholesale borrowing from French and 
Latin (cf. Hans Marchand, The Categories and Types 
of Present-Day English Word-Formation, Munchen, 
1969, and Otto Jespersen, A Modern English 
Grammar on Historical Principles, Vol. VI, 
Morphology, Copenhagen, 1942). 
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COMPUTER RSS I SlED LRNGURGE LERRN I NG: 
MODELS RND RPPLI CRT IONS 

Muawia M. Rbdei-Majeed, 
English Language Unit, 
University of Qatar 

INTRODUCTION 

The English Language Teaching Unit (EL TU) of the 
University of Qatar is launching a one-year English 
foundation program for the students of the Faculty of 
Science and the Faculty of Administrative Sciences 
and Economics. The objective of this program is to 
enable the students of these two faculties to pursue 
their studies in English medium. The program includes 
a computer-based multimedia component to reinforce 
the mainstream English curriculum. As most of the 
teachers of the Unit are not well versed in the use of 
the computer for classroom purposes, the author of 
this paper sees no better time to present an overview 
of Computer-Assisted Language Learning (CALL). The 
purpose of the discussion in this paper is to help both 
teachers and administrators develop a minimal 
working knowledge of CALL methodology and content. 

The history of CALL suggests that the computer can 
serve a variety of uses for language teaching and 
learning. It can be a tutor which offers language drills 
or skill practice; a stimulus for discussion and 
interaction; or a tool for writing and research. With 
the development of powerful concordancing programs 
and the Internet, it can also be a medium of global 
communication and a source of limitless authentic 
materials. This article reviews the literature on CALL 
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and discusses the various applications, advantages 
and limitations, and draws up numerous implications 
for teaching and learning of foreign languages. 

1. APPROACHES TO CALL: A HISTORICAL PERSPECTIVE 

From a theoretical point of view, the evolution of 
CALL was greatly influenced by developments in four 
areas of research: (a) individualization of instruction. 
(b) experiments in programmed instruction, (c) 
developments in computational linguistics, (d) work 
in machine translation in the 1950s (Dhaif, 1989; 
1990). However, Call has moved away from 
programmed learning toward a wide range of 
applications more in keeping with modern theories of 
language learning and current pedagogic trends over 
the past few years (Kenning, 1990). Today's programs 
aim to develop communicative competence more than 
linguistic competence. 

Though CALL has developed gradually over the last 30 
years, this development can be categorized in terms 
of three somewhat distinct phases which will be 
referred to as ( 1) behavioristic CALL; (2) 
communicative CALL; and (3) integrative CALL 
(Warschauer, 1996). 

(1) Behavioristic CALL : 

The first phase of CALL, conceived in the 1950s and 
implemented in the 1980s, was based on the then
dominant behaviorist theories of learning. Programs 
of this phase entailed repetitive language drills. Drill 
and practice courseware is based on the model of 
computer as tutor (Taylor, 1989). In other words the 
computer serves as a vehicle for delivering 
instructional materials to the student. The rationale 
behind drill and practice was not totally spurious, 
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which· explains in part the fact that CALL drills are 
still used today. Briefly put, the rationale is as 
follows: 

Repeated exposure to the same material is 
beneficial or even essential to learning; 

- A computer is ideal for carrying out repeated drills, 
since the machine does not get bored with presenting 
the same material and since it can provide immediate 
non-judgmental feedback; 

- A computer can present such material on an 
individualized basis,allowing students to proceed at 
their own pace and freeing up class time for other 
activities; 

In the late 1970s and early 1980s, behavioristic CALL 
was undermined by two important factors. First, 
behavioristic approaches to language learning had 
been rejected at both the theoretical and the 
pedagogical level. Secondly, the introduction of the 
microcomputer allowed a whole new range of 
possibilities. The stage was set for a new phase of 
CALL "Communicative CALL": 

(2) Communicative CALL 

The second phase of CALL was based on the 
communicative approach to teaching which became 
prominent in the 1970s and 80s. Proponents of this 
approach felt that the drill and practice programs of 
the previous decade did not allow enough authentic 
communication to be of much value. According to 
Underwood, one of the first advocates of CALL 
(Underwood 1984, p. 52), communicativecall: 
- focuses more on using forms than on the forms 
themselves; 
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- teaches grammar implicitly rather than explicitly; 
- allows and encourages students to generate original 
utterances rather than just manipulate prefabricated 
language; 
- does not judge and evaluate everything the students 

\ do or reward them with congratulatory messages, 
lights, or bells; 
- avoids telling students they are wrong and is 
flexible to a variety of student responses; 
- uses the target language exclusively and creates an 
environment in which using the target language 
simulates natural language use, both on and off the 
screen; and 
- will never try to do anything that a book can do just 
as well. 

Several types of CALL programs were developed and 
used during this phase of communicative CALL. First, 
there was a variety of programs to provide skill 
practice, but in a non-drill format. Examples of these 
types of programs include courseware for paced 
reading, text reconstruction, and language games. In 
these programs, like the drill and practice programs 
mentioned above, the computer remains within the 
model of the "computer as tutor". But-- in contrast to 
the drill and practice programs-- the process of 
finding the right answer involves a fair amount of 
student choice, control, and interaction. 

In addition to "computer as tutor", another CALL 
model used for communicative activities involves the 
"computer as stimulus" (Taylor & Perez, 1989, p. 63 
Warschauer, 1996). In this case, the purpose of the 
CALL activity is not so much to have students 
discover the right answer, but rather to stimulate 
students' discussion. (Taylor & Perez, 
1989.Warschauer, 1996 ); thus this represents an 
extension of writing, or critical thinking. 
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The third model of computers in communicative CALL 
involves the "computer as tool" (Brierley and Kemble, 
1991 ), or, as sometimes called, the "computer as 
workhorse" (Taylor & Perez, 1989). In this role, the 
programs do not necessarily provide any language 
material at all, but rather empower the learner to use 
or understand language. Examples of "computer as 
tool" include word processors, spelling and grammar 
checkers, desk-top publishing programs, and 
concordancers. 

Of course the distinction between these models is not 
absolute. A skill practice program can be used as a 
conversational stimulus, as can a paragraph written 
by a student on a word processor. Likewise, there are 
a number of drill and practice programs which could 
be used in a more communicative fashion--if, for 
example, students were assigned to work in pairs or 
small groups and then compare and discuss their 
answers, or students can even discuss what 
inadequacies they found in the computer program 
(Higgins 1988). In other words, the dividing line 
between behavioristic and communicative CALL 
involves not only "which" software is used, but also 
"how" the software is put to use by the teacher and 
students. 

On the face of things communicative CALL seems like 
a significant advance over its predecessor. But by the 
end of the 1980s, many educators felt that CALL was 
still failing to live up to its potential (Kenning 1990). 
Critics pointed out that the computer was being used 
in an ad hoc and disconnected fashion and thus "finds 
itself making a greater contribution to marginal 
rather than to central elements" of the language 
learning process (Kenning, 1990, p. 90). 

25 



These critiques of CALL dovetailed with broader 
reassessments of the communicative approach to 
language teaching. No longer satisfied with teaching 
compartmentalized skills or structures (even if 
taught in a communicative manner), a number of 
educators were seeking ways to teach in a more 
integrative manner, for example using task- or 
project-based approaches The challenge for 
advocates of CALL was to develop models which could 
help integrate the various aspects of the language 
learning process. Fortunately, advances in computer 
technology were providing the opportunities to do 
just that. 

(3) Integrative CALL 

Integrative approaches to CALL are based on two 
important technological developments of the last 
decade--multimedia computers and the Internet. 
Multimedia technology--exemplified today by the CO
ROM--allows a variety of media (text, graphics, 
sound, animation, and video) to be accessed on a 
single machine. What makes multimedia even more 
powerful is that it also entails "hypermedia". 
Hypermedia is defined as 

a communications medium linking together 
computer and video technologies. The term 
describes hypertext systems that include text, 
image, sound, animation, and video ... hypermedia 
has three major features: it is interactive; it 
involves a variety of combinations of multiple 
media with the particular combination of media 
selected by the user; and it is non-linear (lacking 
any beginning middle or end).(anon.,Forum 1995 
p.49) 

This means that the multimedia resources are all 
linked together and that learners can navigate their 
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own path simply by pointing and clicking a mouse. 

Hypermedia provides a number of advantages for 
language learning. First of all, a more authentic 
learning environment is created, since listening is 
combined with seeing, just like in the real world. 
Secondly, skills are easily integrated, since the 
variety of media make it natural to combine reading, 
writing, speaking and listening in a single activity. 
Third, students have great control over their learning, 
since they can not only go at their own pace but even 
on their own individual path, going forward and 
backwards to different parts of the program. 

2. CALL APPLICATIONS AND TECHNIQUES 

The Data-Driven Approach (DDA) to CALL: 
Concordancing 

Much has been written in favor of the Data- Driven 
(DDA) approach to learning, also called text 
manipulation (TM), as a device for promoting language 
learning through CALL. Yet many in the teaching 
profession either ignore or disagree with this 
approach. Typical examples of DDA are computer
generated cloze passages, jumbled sentences, jumbled 
paragraphs, sequencing tasks, etc. Learning 
vocabulary on the computer is believed by many to 
enhance motivation. Thus, just as a newspaper reader 
feels a strong desire to finish a nearly completed 
crossword, so also does a group of students who have 
done most of a storyboard, a powerful text 
reconstruction program, feel a need to finish it (Fox 
1989). 

The focus of discussion in this section is the 
concordancer- probably the most important tool for a 
data-driven approach. Kettermann (1998) defines a 
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concordance as "a list of occurrences of a particular 
word, part of a word or combination of words, in its 
context drawn from a text corpus". The concordancer 
can recover from the text all the contexts for a 
particular item (morpheme, word or phrase) and print 
them out in a way which facilitates rapid scanning 
and comparison. 

The most usual format is the keyword-in-context 
(KWIC) concordance in which the keywords are 
arranged one below the other down the center of the 
page, with a fixed number of characters of context to 
the left and to the right. This approach assumes that 
"the language-learner is also, essentially a research 
worker whose learning needs to be driven by access to 
linguistic data- hence the term "data-driven learning" 
(DOL) to describe the approach. (Johns, 1991 ). In 
vocabulary, for example, sense relations of synonymy, 
antonymy and hyponymy can be well investigated 
through concordancing (refer to Appendix A for 
hyponymy). 

The pedagogical value of the DOL has been repeatedly 
addressed. Generally speaking, supporters of DOL are 
advocates of instructional approaches weighted 
toward inductivity, authenticity, and learner 
responsibility for learning (Stevens 1990). In the DOL, 
the computer is used as informant. DOL is an 
alternative to a rule-based approach which attempts 
to encapsulate linguistic "competence", and gives the 
learner access to the facts of linguistic 
"performance" (Johns 1991 :2). 

There is enough justification for the use of the 
computer in the classroom. The computer is an 
extremely powerful heypohthesis- testing device on 
vast amounts of data, it allows controlled 
speculation, makes hidden structures visible, 
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enhances at the same time imagination and checks it 
by inductivity, thus making higher degrees of 
objectivity possible. The students' work becomes 
more exploratory and thus motivating and highly 
experiential (Kettermann, 1998). Concordancing is 
economical in terms of time to implement because it 
requires only a program (a concordancer) plus a text 
base (corpus). 

The DOL, on the other hand, makes possible a new 
style of "grammatical consciousness-raising" 
(Rutherford 1987) by placing the learners own 
discovery of grammar and vocabulary at the center of 
language-learning, and by making it possible for that 
discovery to be based on evidence from authentic 
language use. Examples for the use of the 
concordancer for collecting evidence on many aspects 
of vocabulary and grammar are cited in the next 
section. 

Concordancing: Vocabulary 

As Richards points out, "knowing a word" involves 
knowing how to use it syntactically, semantically, 
pragmatically and discoursally (Richards 1976). Craik 
and Lockhart ( 1972) suggested that retention is a 
function of "depth of processing", where the depth 
relates to the meaningfulness and significance of the 
material to the learner. So, conscious meaning
focused vocabulary study will have a place in a 
computer-based system (Fox 1989). Much linguistic 
evidence suggests that meaning is the product of 
context. If we take this proposition seriously, then 
concordancing is an appropriate tool for teaching 
meaning through context (Kettermann 1998). 

Despite the popularity of gap-filling exercises, 
students performance can be unexpectedly poor on 
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this type of exercise. One possible reason is that 
discoursal clues and constraints on words allowed in 
a given blank may be well removed from the blank in 
question, and language learners, particularly at lower 
levels of proficiency, may not read gap-filling 
passages as cohesive, continuous text (as suggested 
in Nunan, 1985). Another reason is that, once a 
student misplaces one word, then that word is no 
longer available for placement in its correct position, 
and a domino effect is set up in which the number of 
incorrect answers is compounded. This can be 
discouraging for students; marks on a ten-item 
exercise, for example, could reach "failure" after 
misplacing just two words, sending a more negative 
signal than is deserved (Stevens 19.91 ). In a 
concordance exercise, on the other hand, each word 
has several citations, and hence more context clues 
are available to the learner to help him figure out the 
right answer. 

However, concordancing is not immune to criticism. A 
possible argument against concordancing is that 
students shouldn't do as well on such exercises 
because the items which draw directly from raw 
concordance output are truncated at either end, and 
students are therefore presented with fragmented 
text. Stevens (1991) contends that this is actually an 
advantage lending itself to exploitation in subsequent 
class. periods because students can extrapolate the 
information missing at either end of the concordance 
output, and the more they extrapolate, the more they 
can recall and discuss the original context. 

The students may be requested to fill in words 
immediately preceding and following the context 
fragment and encouraged to guess at what the entire 
sentence might have been (refer to Appendix B) In the 
event that the contexts themselves are taken from a 
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corpus built up from materials that are usually used 
by the students, the topic and the language of the 
texts will be familiar and relevant, increasing 
students' motivation to study such exercises as well 
as expanding opportunities for exploiting them. 

Whether or not the corpus is drawn from familiar 
texts, the students appreciate the fact that they are 
dealing with authentic language and all its 
unpredictable insights. Furthermore, because they 
have more context to work with, hence double .checks 
on their work, students succeed more often with 
these types of exercises than with traditional ones, 
and this bolsters confidence and feelings of 
accomplishment The ability (or willingness) to 
extrapolate holistically from fragmentary evidence is 
a vital skill sadly lacking, even at the highest levels, 
in students passing through many educational 
systems; still, some teachers question on purely 
intuitive grounds the desirability of students coping 
with truncated text, thus further postponing the 
students' ever coming to grips with real-world data. 

The concordancer is a useful program for material 
development and improvement. It is now possible for 
materials writers to concordance words in vocabulary 
lists to ascertain whether they actually appear in the 
textbooks, and to deal appropriately with words 
occurring rarely or not at all. One teacher discovered 
that many of the words never appeared in the science 
textbooks the students were reading. As a result, the 
English textbook was replaced by materials more · 
appropriate to the students' coursework outside of 
English class (Stevens, 1991 ). 

Materials developers with access to concordances 
will face two problems, especially with students who 
have little experience with either experiment-based 
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learning or computer-based technologies. The first 
problem is that students will not know how to 
approach a stream of linguistic data with the view to 
elucidating patterns in the language under study. The 
second is that students may be familiar with none of 
the basic concepts of computing that program 
developers may have taken for granted. 

Concordancing: Grammar 

In working with reported speech, often taught in 
schools in connection with the "backshift rule ( cf. 
Quirk et al. 1985: 1 026), this rule covers about 3/4 of 
all cases of reported speech, however, speakers don't 
usually go through the trouble of reconstructing the 
original or direct utterances because there is no 
"communicative need" for this. Kettermann (1998:3) 
argues that there has been too much emphasis on the 
"mechanics" of the rule as the tendency has been to 
stress more the "formalism" than the "semantics" of 
reporting. More attention needs to be laid on the 
"situational context" and the "reported meaning". If 
this is done, then it will be possible to explain the 
"exceptions" to the "backshift rule", where the 
language users have chosen not to shift (refer 
Appendix C). 

What these examples (refer to Appendix C) have in 
common is that the information in the reported clause 
is not oriented toward the past. In sentences 1, 2, 8 
and 9 the notional meaning is Factivity, in 3,4 and 5 it 
is Recentness, in 6 Currentness and in 7 and 10 the 
notion expressed in the reported clause is Present 
Changes. These sentences are thus no "exceptions" if 
one take communicative intention seriously. Students 
should at least be taught to expect them (Kettermann, 
1998). 
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The use of the concordancer can have considerable 
influence on the process of language learning, 
stimulating enquiry and speculation on the part of the 
learner, and helping the learner also to develop the 
ability to see patterning in the target language and to 
form generalizations to account for that patterning. 
What is distinctive about the DOL approach to 
inductive language learning is the principle that the 
data is primary, and the teacher does not know in 
advance exactly what rules or patterns the learners 
will discover: indeed, they will often notice things 
that are unknown not only to the teacher, but also to 
the standard works of reference on the language. It is 
this element of challenge and of discovery that gives 
DOL its special flavor and stimulus. 

Concordancing: literature 

Another area that benefitted a lot from DOL is 
literary criticism. A literary text can be analyzed in a 
variety of ways with the help of a concordancer. 
However, concordancing is, in no way, a substitute for 
critical thinking, but rather a tool which can be used 
investigatively, to enhance the interpretative power 
of the scholar. Concordancing is an appropriate tool 
for teachers to use both for individual, personal 
exploration of the text and very practically as an 
instructional tool for training students in critical 
thinking (Kowitz and Carrol 1991) 

A growing amount of literary text is available 
commercially in computer-readable form, or 
increasingly often in CD-ROM. Oxford University Press 
has produced major works of literature in electronic 
text or CD-ROM format. 

There are many reasons why concordancing can be a 
valuable tool in the literature classroom: 
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1 . Perhaps for overloaded teachers, it provides a way 
of rapidly creating individual assignments. 

2. Concordancing makes a text more accessible, by 
focussing attention on specific elements, rather than 
confronting the student with the whole text. These 
elements can be studied individually without the 
student having to extract them from an intimidating 
mass of text. For example, concordances can be made 
on words related to "eyes", "white", "gold" and 
"yellow", which have a major symbolic role in the 
Great Gatsby). 

3. The methodology encourages group work that 
enhances learning considerably. 

4. Because each student makes a specific, personal 
contribution to the task, which no other student can 
make, and for which there is no set answer available, 
active engagement is encouraged, rather than 
memorizing or simply "getting through the exercise". 

5. Concentrating attention on small sections of text 
with a controlled focus (rather than on extensive 
reading and the absence of pre-digested guidance 
notes promote the development of interpretative 
skills. 

6. Attention is focused on the interaction between the 
student and the text, rather than on the input from the 
teacher. The teacher, therefore, no longer holds the 
center stage. 

Computer Aided Writing: 

The Word processor 
Of all the computer tools available to the language 
teacher, the most liberating and enabling by far is the 
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word processor (Kemble and Brierly 1991 ). Four basic 
word processing facilities are basic to any word 
processor-based writing course: formatting, cut and 
paste, insertion/deletion, and search and replace. 
Exercises for using these facilities can be aimed at 
improving the learners' abilities in punctuation, 
paragraphing, cohesion and coherence, morphological, 
grammatical, and syntactic patterns; lexical, 
semantic and pragmatic patterns. 

Taylor (1995) found that when students rewrite a 
hand-written composition, they tend to start making 
the same mistakes all over again. But when they make 
specific corrections on a document which is on the 
screen in front of them, they tend to concentrate 
more on the corrections. Other features of the 
correction facility in word processing may facilitate 
the writing process. When students write a 
composition, their thinking tends to be linear. That is, 
one sentence follows another. But the word 
processing capability of moving around blocks and 
text frees students to see how sentences, phrases or 
paragraphs can fit together in new ways. 

Desktop publishing 

Although most DTP programs do have at least 
rudimentary text and graphics editing functions, their 
chief purpose is not the creation of textual and 
pictorial data, but the integration and arrangement of 
such data on the pages of a document (Minnerup 1991 ). 
One of the most common application of DTP in foreign 
language learning is the production of mock-up 
newspapers and magazines. The most obvious, and in 
many ways most attractive DTP exercise, is the 
production of one or more lookalikes of foreign 
newspapers or magazines. A different approach is to 
take the students own environment as a starting point 
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and produce a departmental newspaper/newsletter in 
the foreign language. 

Interactive Multimedia 

Video is to the spoken language what the book (or, 
more recently, the newspaper or magazine) is to the 
written language. It gives permanency to what is 
usually characterized by its ephermality: speech. It 
provides a corpus for analysis, a model for imitation, 
a topic stimulus, a comprehension task (Coleman 
1 991). 

The most obvious application for video is as an input 
for aural comprehension and as a model for imitation. 
Responding appropriately is the second approach, and 
there is no doubt that model dialogues can help. By 
repeatedly imitating a phrase spoken on video by a 
native speaker, a learner can acquire the correct 
structure, l~xis and intonation, and can soon produce 
the ph rase fluently (i.e. without hesitations). A 
further aspect of video is the socio-cultural 
information- the physical sights and sounds of the 
country, its towns and its people. 

Interactive video, if used in sound-off mode, can 
provide the similar activity in which students predict 
the dialogue or commentary that accompanies a video 
sequence, and then-- with attention and motivation 
enhanced by expectation (and perhaps a competitive 
element)-- check their version against the real one. 

In the past, some computer-literate linguists have 
thought of interactive video (IV) as CALL with a few 
pictures added. Few people these days would be likely 
to share this definitiqJ:l (Coleman 1991 ). Interactive 
video (IV), is described by as "potentially the most 
exciting development in educational technology this 
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century" (Hill 1988). Video has imposed itself as the 
sine qua non of communicative language teaching, 
specially at intermediate and advanced levels. 

An example of how hypermedia can be used for 
language learning is the program "Dustin" which is 
being developed by the Institute for Learning Sciences 
at Northwestern University (Schank & Cleary, 1995). 
The program is a simulation of a student arriving at a 
U.S. airport. The student must go through customs, 
find transportation to the city, and check in at a 
hotel. The language learner using the program 
assumes the role of the arnv1ng student by 
interacting with simulated people who appear in video 
clips and responding to what they say by typing in 
responses. If the responses are correct, the student is 
sent off to do other things, such as meeting a 
roommate. If the responses are incorrect, the program 
takes remedial action by showing examples or 
breaking down the task into smaller parts. At any 
time the student can control the situation by asking 
what to do, asking what to say, asking to hear again 
what was just said, requesting for a translation, or 
controlling the level of difficulty of the lesson. 

The Internet: An integrative approach to language 
learning 

The Internet is probably the single computer 
application to date with the greatest impact on 
language teaching. For the first time, language 
learners can communicate directly, inexpensively, and 
conveniently with other learners or speakers of the 
target language 24 hours a day, from school, work, or 
home. Communication through the Internet can be 
asynchronous (not simultaneous) through tools such 
as electronic mail (e-mail), which allows each 
participant to compose messages at their time and 
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pace, or it can be synchronous, which allows people 
all around the world to have a simultaneous 
conversation by typing at their keyboards. It also 
allows not only one-to-one communication, but also 
one-to-many, allowing a teacher or student to share a 
message with a small group, the whole class, a 
partner class, or an international discussion list of 
hundreds or thousands of people (Bush 1996). 

The Internet is described as an "amorphous global 
network of thousands of linked computers that pass 
information back and forth" (Tillyer 1995). This 
definition, however, neglects the richness, color, 
variety and texture of "Cyberspace" (Tillyer, 1997). 
The Internet is a powerful research and teaching tool 
which creates vast opportunities for cultural and 
linguistic exchange. 

Using the World Wide Web (WWW), students can search 
through millions of files around the world within 
minutes to locate and access authentic materials 
(e.g., newspaper and magazine articles, radio 
broadcasts, short videos, movie reviews, book 
excerpts) exactly tailored to their own personal 
interests. 

For educators, the most revolutionary and important 
attribute of the Web is hypertext. Essentially, 
hypertext is a way of presenting material and 
information in layers, or "stacks". A piece of text that 
has hypertext item is prepared in HTLM (hypertext 
markup language), and certain words and phrases in 
the text are colored differently from the rest of the 
text. The color coding indicates that if the reader 
clicks on the colored word with the mouse, another 
text or set of information can be accessed and 
revealed. Hypertext allows one piece of text to be 
read at varying levels of complexity and depth. One 
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application for language learners is to have the 
dictionary "embedded" in the document, so that 
readers can "click" on a word that they don't know and 
immediately get a definition of the word. Other 
sources where learners can find hypertext is the CD
ROM; for example, the Microsoft Encarta CD-ROM 
encyclopedia (Tillyer 1997). The learners can also use 
the Web to publish their texts or multimedia 
materials to share with partner classes or with the 
general public. 

It is not hard to see how communication via the 
Internet can facilitate an integrative approach to 
language learning. The following example illustrates 
well how the Internet can be used to help create an 
environment where authentic and creative 
communication is integrated into all aspects of the 
course. 

Students of English for Science and Technology in La 
Paz Mexico don't just study general examples and 
write homework for the teacher; instead they use the 
Internet to actually become scientific writers 
(Bowers, 1995; Bowers, in press). First, the students 
search the World Wide Web to find articles in their 
exact area of specialty and then carefully read and 
study those specific articles. They then write their 
own drafts online; the teacher critiques the drafts 
online and creates electronic links to his own 
comments and to pages of appropriate linguistic and 
technical explanation so that students can find 
additional background help at the click of a mouse. 
Next, using this assistance, the students prepare and 
publish their own articles on the World Wide Web, 
together with reply forms to solicit opinions from 
readers. They advertise their Web articles on 
appropriate Internet sites (e.g., scientific 
newsgroups) so that interested scientists around the 
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world will know about their articles and will be able 
to read and comment on them. When they receive their 
comments (by e-mail), they can take these into 
account in editing their articles for republication on 
the Web or for submission to scientific journals. 

From pen-pals to e-pals 

E-mail presents an alternate and innovative version 
to the old pen-pal programs. One advantage of using e
mail is that the students acquire the skill of word 
processing if they are not familiar with it, and get 
plenty of practice if they are. On the other hand, the 
same technical ability can cause problems and hinder 
the flow of letters due to any number of software or 
hardware problems (Sela 1997). 

Tillyer (1995) discusses two broad categories of 
communication: person-to-person; and person-to
data: 

1. Person-to-person electronic communications:This 
can be a one-to-one format as in private messaging 
via electronic mail. 

2. Person-to-data electronic communication:Teachers 
can access any of the libraries in universities to 
create bibliographies, check references or obtain 
articles. 

Machine Translation 

At the simplest level and considering the systems 
available for classroom use, it is probably best to 
divide development of machine translation (MT) into 
two ~periods, pre- and post- 1966. In his review of 
Hutchins, Knowles ( 1990)points out that the 
chronological and geographical approach to the 
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development of MT has been supplemented by a 
differentiation of MT approaches into direct, transfer, 
interlingual and artificial intelligence (AI) systems. 

The main consideration which faces the translation 
service or technical writing section when considering 
the purchase of hardware and software is the extent 
to which the use of the computer will cut down the 
time and effort which translation entails. 

The use of MT packages in the classroom is divided 
into three different modes of application: 

- using an MT system as a means of learning more 
about a foreign language (in this case the language, 
not the MT system, is the object of interest); 

- using a particular MT system as a way of 
introducing students to the general concept of MT (MT 
as a field is the object of interest); 

- showing students how to use the various facilities 
available on a specific system and encouraging them 
to evaluate the system's knowledge {the software 
itself- and its eccentricities- are the object of 
interest) (French, 1991) 

3. CALL ADVANTAGES AND LIMITATIONS 

Advantages 

Because it is largely a hands-on task, novel, game
like, exploratory and involves a lot of problem 
solving, CALL is expected to boost motivation for a 
wide base of students. For some even the tedious 
pattern drills can become more interesting outside 
its conventional text format. 
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CALL programs offer a valuable source of self-access 
study adaptable to the learner's level. They also 
provide immediate feedback for error identification 
and self-correction. 

The computer can offer unlimited types of activities 
with considerable potential for learning situations, 
can be connected to a video for visual input or to a 
cassette recorder for listening comprehension. 

On a more general note, the CALL programs, beside 
teaching a foreign language, will provide the learner 
with some sort of computer literacy, which is 
becoming essential in our modern societies and which 
could be of great help in future training and career 
prospects (Mirescu 1997). 

Learning vocabulary on the computer enhances 
motivation, interpersonal interaction and reader-text 
interaction. 

It has been pointed out that one of the advantage of 
exploratory approach is that students can be provided 
powerful means of systematically accessing data, and 
so can, in theory, learn by observing and manipulating 
more comprehensive and authentic databases of 
materials than they could using any other medium. 

While programmed instruction (PI) might actually 
limit student access to linguistic data, in so far as it 
restricts them to a prescribed program of learning, 
the exploratory approach broadens the field 
considerably and encourages student's independence 
and curiosity {Dheif 1990). 

Machine-readable authentic text is often available in 
the workplace in the form of material that ESL 
instructors, or teachers in other discipline, have 
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created using word processors. Students are thus able 
to work interactively with texts that are authentic 
and often of immediate relevance to them (see 
Stevens 1988a, for a description of the use of such 
programs in a language learning setting). 

Some types of software for exploring databases allow 
permutation of text, creating reconstruction puzzles 
which students then resolve. For example, sentences 
are put out of order, and students restore them; or 
sentences are encrypted and students decode them; or 
cloze passages are created , and students replace the 
missing words (Stevens and Millmore, 1987). 

The Internet can facilitate an integrative approach to 
learning languages and using technology. It can be 
used to help create an environment where authentic 
and creative communication is integrated into all 
aspects of the course. 

Electronic e-mail allows learners to communicate 
quickly and inexpensively over long distances without 
obstacles such as time zone differences, the time-lag 
of ordinary mail, or the long-distance telephone 
charges for faxes (Tillyer 1997). 

Limitations 

A lot of time may be wasted if learners are not 
familiar with the keyboard. 

Working in isolation 
communication between 
revert to the mother 
strategies or responses. 

does not promote normal 
the learners. Learners tend to 
tongue in discussing their 

Some CALL programs that deal with developing 
communicative interaction normally present 
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predetermined uses of language based on the writer's 
imagination of what would take place rather than 
what people really say in real situations. This 
sometimes creates confusion and frustration in the 
learner when a genuinely grammatical and appropriate 
utterance is rejected as being incorrect by the 
computer. 

The time and effort required to develop CALL 
programs could be considerable, and thus their cost 
effectiveness becomes questionable. 

Windeatt ( 1986) notes several ways that cloze 
exercises as they are typically implemented on 
computer may counter optimal reading strategies. For 
example, students working on cloze exercises on a 
computer treat text locally rather than globally, as 
they rarely scroll past one screen (when the cloze 
was presented on paper, they tended to read over the 
entire text). Moreover, they tend to pursue solutions 
one blank , at a time rather than considering other 
blanks which might provide clues to the solution of 
the original blank (students working on paper moved 
quickly from blank to blank). 

Most classroom teachers lack the training or the time 
to make even simple programs, let alone more 
complex and sophisticated ones such as "Dustin". This 
has left the field to commercial developers, who 
often fail to base their programs on sound pedagogical 
principles. In addition, the cost involved in developing 
quality programs can put them out of the market of 
most English teaching programs (Bush 1996). 

Someone once described the Web as much like a huge, 
wonderful library. You enter the front door and there 
are all the books - piled in the middle of the floor. 
Another one, when asked whether she was doing 

44 



anything on the Web, replied, "Oh, you mean the World 
Wide Wait?". It is easy to understand that these two 
comments illustrate the need for easier access to 
information and faster ways to distribute it (Bush 
1996). 

4. IMPLICATIONS TO L2 TEACHING AND LEARNING 

The Master- Pedagogue Model of CALL 

Many approaches to language teaching assume a 
teacher is both proficient in the subject matter and 
intelligent about deciding how to present it, while 
also assuming a learner with no proficiency and no 
intelligence. Under such a model, nothing is learned 
unless it is explicitly taught; learners have to be 
given, since they can not take. Paradoxically, if one 
adopts an approach which respects the learner's 
intelligence, it may turn out that the learner wants 
and needs an unint_elligent partner, a partner who will 
behave in a totally predictable and rule-governed 
way. 

John Higgins (Higgins 1988) has become associated 
with the magister-pedagogue dichotomy, which is 
also related to this concept of learner responsibility. 
Higgins suggests that the pedagogue qualities of 
computers (slave-like, unimaginative) can be used to 
develop the opposite qualities in students, whereas a 
domineeringly proficient and intelligent magister 
would assume (and can actually promote) the absence 
of proficiency and intelligence in students. 

Higgins is saying that learners exhibit intelligence 
and imagination when given control over their 
learning (on computers), while the reverse is true 
when their mode of learning controls them. The 
problem, as Higgins would point out, is that many 
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teachers fail to think pedagogically. According to 
Higgins, much misunderstanding of the role of 
computers in language learning arises from the 
magisterial rather than pedagogical thinking. Higgins 
(1988) sees the computer as"pedagogue" (p14) versus 
the more commonly shared perception of the computer 
as "magister" (p.12). He contends that the computer 
can best serve language learners in the more 
subservient role: the machine's inherent domain is as 
tool, as slave, as something over which students can 
exert a certain amount of power and control. The 
computer is something to think with, not answer to. 
The teacher's role in CALL activities is to set tasks 
and to "hover" (p.26) as nonmagisterially as possible 
while students work. The teacher does act as a guide, 
seeking to "detrain" (p.27) students who are likely to 
be accustomed to learning magisterially (Higgins 
1988). 

Higgin's views are very much in keeping with 
humanist approaches to learning articulated in the 
psychology of Carl Rogers. Rogers postulates an " urge 
which is evident in all organic and human life-- to 
expand, extend, become autonomous, develop, mature
- tendency to express and activate all the capacities 
of the organism, to the extent that such activation 
enhances the organism or the self... it is my belief 
that it exists in every individual, and awaits only the 
proper conditions to be released and expressed." 
(Rogers 1961: 35) 

One common misgiving one hears about CALL is the 
fear that the computer will turn out to be as much of 
a disappointment as the language laboratory (Higgins 
and Johns 1984). The language laboratory was 
oversold during the fifties and sixties, and the tapes 
available for it at that time were generally rather 
unimaginative and based on sentence manipulations. 
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The underlying learning theory was behaviorism and 
the underlying linguistic theory was structuralism, 
both of which were in the process of being challenged, 
and to a great extent, discredited. The great mistake, 
in retrospect, seems to have been installing the 
machines in large, unwieldy assemblages which were 
very expensive, and skimping on the costs of training 
and software development. 

Lessons learned from the language lab 

The cheap microcomputer is still not as easy to use 
as the cassette recorder, but it is rapidly becoming as 
familiar in the form of the games-playing machine. 
The lessons we can learn from the language 
laboratory experience are not to impose computers on 
staff who have not been prepared or trained to use 
them, to put more money and effort into developing 
software than into acquiring hardware, and to use 
small, flexible units rather than large, centrally
controlled installations. Computers then become aids 
under the control of teachers and learners; they are 
"slaves", not "masters" (Higgins and Johns 1984). 

Asking the right questions about CALL 

Three questions are often asked about CALL: Do 
students like it? Do students use it? Does it work? 
(Chapelle & Jamieson 1986). These questions address 
practical concerns, yet they are based on two faulty 
assumptions. First, they assume that students think 
and act in a uniform manner, even though teachers and 
researchers alike agree that students differ in their 
learning styles and strategies. Second, the questions 
presuppose that CALL is a single method of 
instruction, whereas it is actually a vehicle for 
implementing a range of approaches representing a 
variety of teaching philosophies. These points do not 
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deny the basic importance of ask:ng questions about 
the value of CALL; instead they indicate the need to 
modify the questions: What kind of students like and 
use a particular type of CALL? Do those students who 
use CALL achieve greater success in the second 
language? 

Implications to Methodology 

Bedford (1991) argues that there is an urgent need for 
a methodology for curriculum development in modern 
languages which includes the use of Information 
Technology (IT} and that the curriculum development 
methodology adopted should be capable of 
transcending the limitation of working solely from 
within a particular language teaching methodology. 
Bedford defines methodology as "a systematic way of 
combining techniques and methods to solve problems. 
It is always based on a philosophy, and needs to 
address the views and objectives of those using it to 
fulfil a purpose. The purpose may be known 
beforehand, or may be an emergent property of part(s) 
of the methodology being used, according to the 
underlying philosophy" (Bedford 1991 ). 

CONCLUSION 

To be both economically and educationally feasible, a 
CALL methodology must meet the following minimum 
criteria. It must encourage maximum interaction 
between the learners, on the one hand, and between 
the learners and the programs on the other hand. The 
programs must focus on activities that operate 
beyond the word and sentence level e.g. anaphoric and 
cataphoric reference, interpretation of text, 
increasing the learners' reading speed and critical 
thinking. A computer lesson that does not go beyond 
the conventional pattern practice is not worth the 
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money spent on it. Finally, the entire CALL activities 
must be compatible with the pedagogical goals of the 
mainstream English curriculum. 

49 



References 

Bedford, A.M.Z 1991. Methodology for CALL beyond 
language teaching paradigms. In Brierley, W. & 
Kemble, I. (eds.).1991. Computers as a Tool in 
Language Teaching. Ellis Harwood. 

Bowers, R. (1995). WWW-Based Instruction for EST. In 
T. Orr (eds.) English for Science and Technology: 
Profiles and Perspectives (pp. 5-8). Aizuwakamatsu, 
Japan Center for Language Research, University of 
Aizu. In Warschauer, Mark (1996). Computer Assisted 
Language Learning: An Introduction. In S. Fotos (ed.). 
Multimedia Language Teaching (pp. 3-20). Tokyo: Logos 
lnternationai.Bowers, R. (in press). Web publishing for 
students of EST. In Warschaue, M. (eds.), Virtual 
Connections: Online activities and projects for 
networking language learners, Honolulu, Hawaii: 
University of Hawaii Second Language Teaching and 
Curriculum Center. 

Bush, Michael D. (1996). Language Learning via the 
Web. Brigham Young University. Paper presented at the 
Symposium of the "Computer Aided Language 
Consortium (CALICO), Albuquerque, NM, 29 May 1996. 

Chapelle, C. & Jamieson, J. (1986). Computer-Assisted 
Language Learning as a Predictor of Success in 
Acquiring English as a Second Language, TESOL 
Quarterly, 20: 1, 27-46. 

Coleman, J.A. 1991. Interactive Multimedia. In 
Brierley, W. & Kemble, I. (eds.).1991. Computers as a 
Tool in Language Teaching. Ellis Harwood. 

Craik, F.I.M and Lockhart, R.S. (1972). Levels of 

50 



processing: A framework for memory research. 
Journal of Verbal Learning and Verbal Behavior 11: 
671-684. 

Dhaif, H. 1990. Computer Assisted Language Learning: 
A Client's View. CALICO Journal, June 1990. 

Dhaif, H. 1989. Can Computers teach Languages? 
English Teaching Forum, July 1989. 

(Untitled) 1995. Internet Idioms. (p.49). Forum, Vol. 
33, No. 4, Oct 1995. 

Fox, J.D.1989. Can computers aid vocabulary learning? 
In Cameron, K.C (ed). Computer assisted language 
learning- program structure and principles. Oxford: 
Blackwell Scientific Publications. 

French, J.R. 1991. Machine Translation. In Brierley, W. 
& Kemble, I. (eds.).1991. Computers as a Tool in 
Language Teaching. Ellis Harwood. 

Higgins, J. ( 1987). Artificial Unintelligence: Computer 
Uses in Language Learning. TESOL Quarterly, 21 (1) 
159-165. University of Bristol. 

Higgins, J. and Johns, T. 1984. Computers in Language 
Learning. Reading, MA: Addison- wesley. 

Higgins, 1988. Language, Learners and Computers: 
Human Intelligence and Artificial Unintelligence. 
London and New York: Longman. 

Hill, B. (1988). Developments in interactive video. Die 
neueren Sprachen 87, 591-9. In Kenning, M.M. (1990). 
Computer-assisted language learning. Language 
Teaching. The international abstracting journal for 
language teachers and applied linguists. CUP. 

51 



Johns, T. 1991. From Printout to Handout: Grammar 
and Vocabulary Teaching in the Context of Data
Driven Learning. In Johns, T. and King, P. (eds.). 
Classroom Concordancing. ELR Journal, Vol.4. Centre 
for English Language Studies, The Univ of Birmingham. 

Johns, T. 1991. Should You be Persuaded: Two 
Examples of Data-Driven Learning. In Johns, T. and 
King, P. (eds.). Classroom Concordancing. ELR Journal, 
Vol.4. Centre for English Language Studies, The Univ 
of Birmingham. 

Kemble, I.R. 1991. Lexicography. In Brierley, W. & 
Kemble, I. (eds.).1991. Computers as a Tool in 
Language Teaching. Ellis Harwood. 

Kemble, I.R. and Brierly, W. 1991. Word Processing. In 
Brierley, W. & Kemble, I. (eds.).1991. Computers as a 
Tool in Language Teaching. Ellis Harwood. 

Kenning, M. M. ( 1990). Computer-assisted language 
learning. Language Teaching. The international 
abstracting journal for language teachers and applied 
linguists. CUP. 

Kettermann, B. 1998. On the Use of Concordancing in 
EL T. (Downloaded from Internet) 

Knowles, F. 1990. Language and It: rivals or partners?, 
Literary and Linguistic Computing, 5, 1. 

Kowitz, J. and Carrol, D. (1991 ). Using Computer 
Concordances for Literary Analysis. In Johns, T. and 
King, P. (eds.). Classroom Concordancing. ELR Journal, 
Vol.4. Centre for English Language Studies, The Univ 
of Birmingham. 

52 



Minnerup, G. 1991. Desktop Publishing. In Brierley, W. 
& Kemble, I. ( eds.).1991. Computers as a Tool in 
Language Teaching. Ellis Harwood. 

Mirescu, S. (1997). Computer Assisted Instruction in 
Language Teaching. Forum, Vol. 35, No. 1, Jan. 1997. 

Nunan, D. (1985). Content familiarity and the 
perception of textual relationships in second language 
reading. RELC Journal 16, 43-50. In Stevens, V. 1991. 
Concordance-based Vocabulary Exercises: a Viable 
Alternative to Gap-fillers. In Johns, T. and King, P. 
(eds.). Classroom Concordancing. ELR Journal, Vol.4. 
Centre for English Language Studies, The Univ of 
Birmingham. 

Quirk, R., Greenbaum, S., Leech, G. and J. Svartvik 
(1985). A Comprehensive Grammar of the English 
Language, Longman, Harlow. 

Reis, L. 1995. Putting the Computer in its Proper 
Place-- Inside the Classroom. Forum, Vol. 33, No. 4, 
Oct 1995. 

Richards, Jack C. (1976). The role of vocabulary 
teaching. TESOL Quarterly 10, 1 :77-89. 

Rutherford, W. E. 1987. Second language grammar: 
learning and teaching Longman. 

Schank, R.C. and Cleary, C. (1995). Engines for 
Education. Hillsdale, NJ: Lawrence Erlbaum 
Associates. In Warschauer, Mark (1996). Computer 
Assisted Language Learning: An Introduction. In S. 
Fotos (ed.). Multimedia Language Teaching (pp. 3-20). 
Tokyo: Logos International. 

Sela, 0. (1997). Using E-mail in the EFL Classroom. 

53 



Forum, Vol. 35, No. 1, Jan. 1997. 

Rogers, C. (1961 ). On becoming a Person: A Therapist's 
View of Psychotherapy, London: Constable. In Stevens, 
V. Humanism and CALL: A coming of age. Sultan Qaboos 
University, Oman. 

Stevens, V. (1988a). Self-access language learning 
materials at Sultan Qaboos University. The Journal of 
Educational Techniques and Technologies, 21: 2/3, 2-
4. 

Stevens, V. 1990. Text Manipulation: What's Wrong 
with it Anyway? CAEL Journal, Vol.1. No. 2. 

Stevens, V. and Millmore, S. (1987). TEXT TANGLERS. 
Stony Brook, NY: Research Design Associates. 

Stevens, V. 1991. Concordance-based Vocabulary 
Exercises: a Viable Alternative to Gap-fillers. In 
Johns, T. and King, P. (eds.). Classroom Concordancing. 
ELR Journal, Vol.4. Center for English Language 
Studies, The Univ of Birmingham. 

Stevens, V. 1991. Reading and Computers: Hangman 
and Gloze. CAEL Journal, Vol. 2, No. 3. 

Stevens, V. (1991 ). Classroom Cocordancing: 
Vocabulary Materials Derived From Relevant, 
Authentic Text. English for Specific Purposes, Vol. 10, 
pp. 35-46. 

Taylor, M. and Perez, L., 1989. Something to Do On 
Monday. La Jolla: Althestan. 

Taylor, R.L. (1995). Revisiting McLuhan's Thesis: The 
Medium in the Message. Forum, Vol. 33, No. 4, Oct 
1995. 

54 



Tillyer, A. (1995). "Modem" Times: How Electronic 
Communications are Changing Our Lives. Forum, Vol. 
33, No. 4, Oct 1995. 

Tillyer, A. (1997). The infiniNET Possibilities. English 
Teachers on the internet. English Teaching Forum, Vol. 
35, No. 1, Jan. 1997. 

Underwood, J.H. 1984. Linguistics, Computers, and the 
Language Teacher: A Communicative Approach. 
Rowley, Massachusetts: Newbury House Publishers, 
1984. 

Warschauer, M. 1995 (eds.), Virtual Connections: 
Online activities and projects for networking 
language learners, Honolulu, Hawaii: University of 
Hawaii Second Language Teaching and Curriculum 
Center. 

Warschauer, Mark (1996). Computer Assisted Language 
Learning: An Introduction. In S. Fotos (ed.). Multimedia 
Language Teaching (pp. 3-20). Tokyo: Logos 
International. 

Windeatt, 8.(1986). Observing CALL in action. In G. 
Leech & C. Candlin (Eds.), Computers in English 
language teaching and research (PP. 79-97). New York: 
Longman. 

55 



Arnold's Humanism in the ConteHt 
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Humanism is dead. The obituary has 
published in two books. One, in 
significantly titled The Death of 

been recently 
English, is 

Literature. It 
announces, with some regret, that 

the Bastilles of the old literature, the 
reality of "literature," the creativity of the 
author, the superiority of authors and 
literary works to critics and readers, and 
the integrity of the literary art work, have 

now all been stormed. The attackers carried 
many banners, but all were associated with 
the political radicalism of recent decades, 
and all drew their authority in varying ways 
and degrees from two closely connected 
skepticisms, structuralism and post -
structuralism or deconstruction.(Kernan 

77) 

The other book is in Arabic and bears a more 
significant title, mowtu-1-'insaan [The Death of Man]. 
The author, Addoway, conducts his autopsy, also with 
regret, by analyzing the major works of leading 
figures in the Modern Age: Nietzsche, Heideggar, 
Strauss, Althusser, and Foucault. 

Notwithstanding the resuscitating efforts of some 
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humanists such as Daniel Schwarz in his book The 
Case for a Humanistic Poetics and Sean Burke in his 
book The Death and Return of th·e Author, one has to 
admit that the humanistic crisis is real, though not 
peculiarly modern, and that the obituary speaks of 
idealistic humanism, which, as Burns shows, first 
came to light in fourteenth-century Europe and was 
championed and disseminated by such prominent 
figures as Petrarch, Boccaccio, Erasmus, Thomas 
More, and Bruno. These, buoyed by optimism, admitted 
of no limits to man's potential. They tended to see 
him as a special creature endowed with freedom, 
consciousness, intelligence, creativity, and initiative, 
and occupying a central position on earth, which in 
Ptolemy's astronomy was itself the center of the 
universe. Just as Ptolemy's astronomy was 
contradicted by Copernicus', this spirited humanism 
was early challenged and threatened from inside by 
internal division and from outside by grim historical 
realities represented by Machiavelli in Italy and later 
by Hobbes in England, both of whom stressed man's 
limitations, weaknesses, and corruptibility and 
presented the ideals of the sister humanism as 
wishful thought belied by man's condition in nature, a 
condition plagued by inequality, injustice, and 
aggression. Consequently, a sense of mission among 
humanists evolved. The crusading spirit took the 
shape of criticism and satire directed against the 
socio-political system in order to improve man's life 
on earth. No longer central in the cosmic order, man 
here lies in need of pity, help, and commiseration, and 
the necessity arises for a system of rules and values 
to redress the imbalance of nature. 1 

Arnold's efforts in this regard cannot be denied. His 
humanism, whether as a study of the human spirit, a 
persistent search for a better life for man, or a 
sustained and tenacious critisism of Victorian 
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society, pervades his work both in prose and verse. 
However, his well-known humanistic program, 
outlined in his major prose works --apart from its 
utopian, wishfully contemplative nature-- is 
permeated by inner inconsistencies, by incoherent 
views of human nature as he moves from poetry to 
prose and by complex personal factors, all of which 
delineate a certain impasse while betraying a 
persistent process of repression, sublimation, and 
displacement which informs his development as a 
writer and a humanist 

That religion constitutes one of the foundations of 
Arnold's humanism hardly stands in need of any proof. 
For him the ultimate objective of culture is "to make 
reason and the will of God prevaii"(Culture and 
Anarchy 478), a religiously moral mission as perfect 
as all theoretical programs. It evidently marks 
Arnold's imagination, dream, and contemplative 
spirit, though the possibility of turning it into action 
through "reading, observing and thinking"(Cultu re 518) 
is attested to by the work of two German thinkers, 
Lessing and Herder, who, having had their lesson from 
St. Augustine, "humanized knowledge ... broadened the 
basis of life and intelligence ... worked powerfully to 
diffuse sweetness and light, to make reason and the 
will of God prevaii"(Culture 500). 

However, this basic ideal and ultimate objective, 
this difficult marriage of the Enlightenment and 
Medievalism, rests on religious assumptions that 
Arnold himself undercuts, whether consciously or not. 
Some of these assumptions are God's existence and 
the compatibility of His will and reason. Arnold's 
position in this regard is not consistent enough to 
sustain such a formidable program, as we shall see. 
His assaults on religion and Christian sects are 
widely spread over his career. 2 In Culture and Anarchy 
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religion is accused of narrowness of scope. It has 
failed because it tends to emphasize the soul over and 
above the other powers at work in man. In his 
religious writings of the 1870s he betrays a serious 
disjunction between a positivistic adherence to facts 
and his emotionally moral convictions. The subject of 
Literature and Dogma, as he says in the "Preface" to 
God and the Bible, is to show the "truth and necessity 
of Christianity, and its power and charm for the 
heart, mind, and imagination of man, even though the 
preternatural, which is now its popular sanction, 
should have to be given up"(1197). Arnold seems to 
have assigned to himself the redoubtable task of 
saving Christianity after decapitating it, though God 
or, at least, His shadow keeps coming back. Christian 
theologians, he says, distorted Christianity by dealing 
with the Bible as "scientific and fit matter for the 
application of their powers of abstruse reasoning to 
it"(Literature and Dogma 1197). According to this 
argument, the theologians' reasoning is wrong in 
admitting aberglaube, and Arnold is right in rejecting 
it. So, human reason is not one but multiple. What the 
theologians accept as true in the Bible, Arnold 
classifies as fairy-tale stuff. The Second Advent, the 
Trinity, and immortality are all fairy-tale materials. 
Satan is a shadow of man's "guilt and terrors"(Dogma 
1202). Heaven is also a shadow, like the Greek 
Olympus. 

In a world characterized by what Miller calls the 
disappearance of God, the emphasis shifts to Jesus, 
and Christianity is reduced to his method, secret, and 
the sweetness of his reasonableness. Jesus' 
righteousness is summed up in renunciation and 
conscience. Moreover, Jesus himself is reduced, as in 
Emerson, to a better man and loses his Christian 
identity as a member of the Trinity. By humanizing 
Christ, Arnold makes him a possible prototype of his 
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aliens, a sublimated human being to be emulated. In a 
skeptical age, Arnold represses the supernatural, 
though his decision seems more of a verbal strategy 
than actual murder, and religion functions more like a 
pragmatic means to safeguard morality than a system 
of truths: 

Whatever his skepticism as to the alleged 
meta- physical basis of the traditional 
classical-Christian synthesis of European 
civilization, Arnold's chief concern was to 
provide a means by which men in 
future might keep the imaginative and 

emotional supports and safeguards of 
inherited patterns of thought, feeling and 
morality. (Delaura 154) 

Similar views occurring in various works confirm 
his position. In a letter to Ernest Fontanes he is 
dogmatically explicit about his situation. As usual, he 
lashes out at concrete opponents, this time at the 
Ritualists and Miss Frances Cobbe, "The force which 
is shaping the future is with neither; nor with any of 
the orthodox religions, or with any of the neo
religious developments which propose to themselves 
to supersede them"(qtd. in Delaura 60). And to crown 
his position, he in "The Study of Poetry" pronounces 
the death of religion from failure of its facts and 
enthrones a sublimated species of poetry in its place, 
for Arnold's mind is ineluctably theistic: 

Our religion has materialized itself in the 
fact, in the supposed fact; it has attached its 

emotion to the fact, and now the fact is 
failing it. But for poetry the idea is 
everything; the rest is a world of illusion, of 
divine illusion. Poetry attaches its 
emotion to the idea; the idea is the fact. The 
strongest part of our religion to-day is its 
un- conscious poetry .(299) 
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In short, Arnold's position on the question of 
religion is complex and sometimes self-contradictory 
and extremely oppositional. Delaura delineates it in 
this way. 

Arnold's strategy is complex. Against 
Orthodox Christians he argues that the 
notion of a Personal God is unintelligible and 
unverifiable --according to a special notion 
of verification. Against the rationalizing 
philosophical Liberals (whose positivism he 
accepts) he argues, nevertheless, that the 
masses need emotional and imaginative 
support for the practice of morality, 
considered as a comforting and uplifting 
poetic testimony to righteous-ness ... as 
verified through the whole of man's history. 
Finally, against what Arnold sees as the 
compro- mising non-Christian but theistic 
devotees of Utilitarianism, he argues that 
their logic is unsound, since they reject 
individual Christian doctrines as incredible 
or irrational but fail to recognize that 
Christian theology is a logically valid 
concatenation of probabilities and that only 
by striking at the root of all theology can 
individual Christian tenets be cast 
down.(1 05-6) 

One actually has to speak of positions, for Arnold 
shifts his grounds very frequently in a series of 
repressions and displacements. Here, Arnold the 
thinker, Arnold the poet, Arnold the reformer, Arnold 
the critic, and Arnold the strategist get mixed up. He 
apparently cannot rely on faith alone to conceive of 
God and His will, nor can he rely on reason, according 
to which God is "unverified and unverifiable"(Delaura 
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1 02). However, Christian theology has its logic and 
God is not completely dead. So, the major religious 
assumptions of his thought seem to totter because he 
wants them all and cannot rest with onesidedness, as 
one can see in Culture and Anarchy. This is his 
problem, and so with each faction he has to repress 
one part of his. This is, in my opinion, the essence of 
his strategy as he searches for the perfect but 
impossible formula to save the difficult marriage he 
has envisioned. 

And when we consider the non-religious 
assumptions of Arnold's ideal of cultured people, "to 
make reason and the will of God prevail,"in the light 
of his other pronouncements, we witness a similar 
dilemma. In this context, we are on the human level, 
for, like all humanistic movements, Arnold's 
humanism rests on some secular, psychological 
assumptions about human nature. The importance of 
this component has been highlighted by a modern 
humanist. Against Foucault's anti-humanistic stand, 
Noam Chomsky declares, "Our job is to 'try to create 
the vision of a future just society, that is to create ... 
a humanistic social theory that is based, if possible, 
on some firm and humane concept of the human 
essence or human nature"'(The Foucault Reader 5). In 
the absence of such carefully and objectively 
established program, one may find oneself in the 
unfelicitous position of the protagonist of Rex 
Warner's novel The Philosopher, whose idealism is 
smashed by the forces of reality and who ends up as a 
victim of Fascism. 

A reading of Arnold's writings demonstrates that 
human nature is a core issue in his mind and a 
building block of his theories and programs. In 
"Literature and Science" the war against the 
"Nebuchadnezzars"(413) of culture, those who insist 
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on g1v1ng science a prominent place in the curriculum 
at the expense of the humanities, is declared and 
waged in the name of the "constitution of human 
nature"("Science" 415). He speaks of man's 
fundamental desire for good, which "acts in us when 
we feel the impulse for relating our knowledge to our 
sense for conduct and to our sense for 
beauty"(" Science" 417). This instinct works in 
conjunction with a wider and deeper instinct of "self
preservation," so that the former serves the latter. 
Apparently, Arnold suggests here that with knowledge 
conjoined to conduct and beauty one can shape one's 
life in a such a way as to preserve what is good for 
one and to perpetuate one's life and existence on 
earth. Nonetheless, one can detect in such formulation 
an uneasy balance between a down-to-earth 
Darwinian view and a Platonic idealism, especially 
that the line between the individual and the species is 
vague. Does the desirable self-preservation of one 
individual override the good of another? Is the good of 
one compatible with that of another? The Platonic 
tendencies gain momentum when Arnold expands his 
views of human nature and speaks of its various 
aspects. Those are "the power of conduct, the power 
of intellect, and the power of social life and 
manners"("Science" 415). When the claims of these 
powers are "met and adjusted," then it will be 
possible to attain to a state of "soberness"(Science 
407) and "righteousness"("Science" 407) united with 
"wisdom"(407), these being three Platonic virtues by 
which the human soul can be elevated. One can see 
that wholeness is an Arnoldian virtue achieved by 
connectedness. However, one has to bear in mind that 
between this optimistic vision and another vision 
expressed earlier in his verse there is a significant 
dissonance that defines Arnold's repression and 
sublimation, as we will see later. 
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Similarly, human nature figures prominently in his 
classic Culture and Anarchy. He quotes Montesquieu, 
"'The first motive which ought to impel us to study is 
the desire to augment the excellence of our nature, 
and to render an intelligent being yet more 
intelligent"'(473). Perfection is a pivotal issue in his 
conception of culture as well as in the bulk of his 
though: "Culture is then properly described not as 
having its origin in curiosity •. but as having its origin 
in the love of perfection; it is a study of 
perfection"(473). Morality is another central issue: "It 
[culture] moves by the force not merely or primarily 
of the scientific passion for pure knowledge, but also 
of the moral and social passion for doing good"(473). 
These two objectives culminate in the ultimate goal 
of culture, "to make reason and the will of God 
prevail." 

Such culture is best embodied in the aliens, who are 
Arnold's answer to England's problems at the time. 
They are an elitist group of cultured people who have 
overcome their class allegiances and risen above 
their ordinary selves to be governed by their best 
selves, "persons who are mainly led, not by their 
class spirit, but by a general humane spirit, by the 
love of human perfection"(Culture 538). Additionally, 
they are distinguished not by "their Barbarianism or 
their Philistinism, but by their humanity"(Culture 
573). These are Arnold's social heroes and saviors, 
the creations of his vast optimism and giant idealism 
as they emerge in his diagnosis of the malaise of his 
world and society, though where to find them and how 
to breed them remain a matter of great difficulty and 
mystery. 

Such views, worthy as they are, cannot be taken for 
granted, especially when they are considered with 
Arnold's other works in the background. On the one 
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hand, they are based on psychological and 
philosophical assumptions of grave consequences and 
weighty implications: the possibility of knowledge, 
man's ability and willingness to utilize it in order to 
initiate action, and the necessary connection and 
compatibility of these two powers. Further, one 
wonders if there is in human nature a fundamental 
desire for good as well as an "invincible 
desire"("Science" 419) to relate knowledge to the 
two senses of conduct and beauty. On the other hanct, 
Arnold's poetry, written mainly before the bulk of his 
prose, shows no aliens acting under real pressures. 
His poetic "heroes" fall short of his aliens, a fact 
which means that he had no notion of his cultural 
supermen during his early stage. In his verse he is 
compassionate, elegiac, and tragic as he meditates on 
the painful human condition, whereas in his prose he 
wages his holy war against the enemies of society -
Barbarians, Philistines, and Populace. Here he is 
particularly tough, oppositional, and even belligerent 
in his optimistic mission to define the elements of 
his humanistic program. 

Man in Arnold's prose is perfectible, but in his 
poetry he is dramatized as simply incapable of 
perfection, and his knowledge is tenuous and flimsy. 
In other words, while Arnold's projected, wished-for 
aliens promise Promethean achievements, his 
Sisyphean poetic characters plod the steepy and 
rugged roads of life or are tossed around by hidden 
forces in a Hardyesque universe, as Persoon 
demonstrates, though with less force and sarcasm. 
His short poem "Destiny" epitomizes the whole 
picture: 
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Why each is striving, from the old, To love 
more deeply than he can? till would be true, 

yet still grows cold? --Ask of the Powers 



that sport with man. 

They yok'd in him, for endless strife, A 
heart of ice, a soul of fire, And hurl'd him on 
the Field of Life, An aimless unallay'd 
Desire. 

This helpless, divided, blind creature of desire is a 
far cry from man as projected in Arnold's prose, 
which scintillates with high hopes and expectations. 
While one may accept Daniel's view that "the concept 
of social utility provides an integral part of Arnold's 
conception of culture"(9), his verse presents a 
difficult picture. Here man is a battlefield of 
impulses and forces that somehow stifle will and 
cloud vision. What one wills is frustrated by desire, 
and what one intends is foiled by mysterious powers. 
His poem "Human Life" provides the image. No one can 
claim that on life's sea one has kept "uninfringed ... 
[one's] nature's law." A necessary elaboration 
concludes the poem: 

Even so we leave behind, 
As, charter'd by some unknown Powers, 

We stem across the sea of life by night, 
The joys which were not for our use 
design'd;--
The friends to whom we had no natural right, 
The homes that were not destined to be ours. 

Another Hardyesque theme concludes his poem "To 
Marguerite, in Returning a Volume of the Letters of 
Ortis": 

Who order'd, that their longing's fire 
Should be, as soon as kindl'd, cool'd? 
Who renders vain their deep desire?--
A God, a God their severance ruled! 
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And bade betwixt their shores to be 
The unplumb'd, salt, estranging sea. 

In this regard, one may introduce Arnold's v1s1on of 
old age, only to realize that it is mournful and even 
distressful, contrasting sharply with Browning's 
vision in "Rabbi Ben Ezra": 

What is it to grow old? 
Is it to lose the glory of the form, 
The lustre of the eye? 
Is it for beauty to forego her wreath? 

--Yes, but not this alone. ("Growing Old") 

The crescendo rises until it peaks with 

It is --last stage of all--
When we are frozen up within, and quite 
The phantom of ourselves, 
To hear the world applaud the hollow ghost 
Which blamed the living man. 

Even self-knowledge, that great classical ideal, is 
hardly attainable, no matter how passionately one 
seeks it: 

And on earth we wander, groping, reeling; 
Powers stir in us, stir and disappear. 
Ah, and he, who placed our master-feeling, 
Fail'd to place our master-feeling clear. 

We but dream we have our wish'd -for 
powers. 
Ends we seek we never shall attain. ("Self
Deception") 

The same theme is taken up in "The Buried Life." Men 
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live in disguise, "alien to the rest I Of men, and alien 
to themselves," since they are driven by separate 
laws, symbolized in each by the buried stream. So, 
even if they seem to be eddying forth here and there, 
they are actually governed by the predetermined 
forces of their respective inner selves. Identity, 
being predestined and fixed, makes free action 
impossible. Fate is in control: 

Fate, which foresaw 
How frivolous a baby man would be--
By what distractions he would be possess'd, 

Bade through the deep recesses of our breast 
The unregarded river of our life 
Pursue with indiscernible flow its way; 
And that we should not see 
The buried stream, and seem to be 
Eddying at large in blind uncertainty, 
Though driving on with it eternally. 
("The Buried Life") 

The rare moment of self-knowledge, when love 
unlocks the breast and man "becomes aware of his 
life's flow," is overclouded with skepticism, "And 
then he thinks he knows/The hills where his life 
rose,/And the sea where it goes" (emphasis mine). 
Thus, with such decrepit capacity for knowledge, one 
is worse off since one cannot have the chance of 
relating it to other powers of conduct, beauty, and 
social life to maintain one's good and existence on 
earth. Thus, wholeness is disintegrated. 

In the light of the above, it seems that Arnold's 
Sisyphean characters have a large capacity for 
suffering. Even his "heroes" seem to belie his wishful 
formulas. They are aliens and escapists: anti-social, 
egoistic, and solipsistic. This failure to integrate 
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appears on another level, producing another fracture 
in the psyche of Arnold's "heroes," who are alienated 
from their communities and default any meaningful 
equitable interaction with the people around them. 
Thus, they suppress another power envisioned by 
Arnold, the power of social life. Here, too, his 
aspirations and expectations soar too high above 
common earth. If we consider some of his great 
poems, we meet some of his "heroes," who are 
somehow aloof, isolated, even anti-social, developing 
a relation of superiority towards their fellow men. 
The dominant relation is that of a teacher inculcating 
ideas in a student in rather inappropriate conditions. 
What results is ill-timed, incongruous pedantry, 
"theorizing and preaching." The speaker in "Dover 
Beach" is a flagrant example. Although we sympathize 
with him in the abstract as one of the sages of the 
age, he is hardly sympathetic in the poetic frame. 
Anthony Hecht's "The Dover Bitch: A Criticism of Life" 
may not qualify as a critical appraisal of the poem, 
but its titillating sarcasm is not, after all, irrelevant 
or irreverent. Empedocles is another example 
pedandic, aloof, boastful, and narcissistic, all in a 
tedious and brusque manner. Even when he is 
considering suicide, he cannot relinquish his pedestal 
as a teacher to those around him although he is 
proving at every step his incapacity to put his 
philosophy to a life-saving practice, sinking instead 
in self-pity and ennui. Having preached at great length 
to Pausanias, he ruminates in melancholy: 
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The weary man, the banish'd citizen, 
Whose banishment is not his greatest ill, 
Whose weariness no energy can reach, 
And for whose hurt courage is not the cure
What should I do with life and living more? 



No, thou art come too late, Empedocles! 
And the world hath the day, and must break 
thee, 
Not thou the world. With men thou canst not 
live, 
Their thoughts, their ways, their wishes, 
are not thine; 
And being lonely thou are miserable, 
For something has impair'd thy spirit's 
strength, 
And dried its self-sufficing fount of joy. 

Empedocles, in short, drifts in limbo, having neither 
the capacity to enjoy life with others on equal footing 
nor the credentials of self-sufficiency. 

Such is the plight of the Scholar-Gipsy, who 
decides to live outside society and time, leading a 
gipsy life in self-irl")posed exile, and who, contrary to 
Arnold's preaching about man's fundamental desire for 
good, comes to no such thing, 

Who, tired of knocking at preferment's door 
One summer-morn forsook 

His friends, and went to learn the gipsy
lore 
And roam'd the world with that wild 
brotherhood, 
And came, as most men deem'd, to little good, 
But came to Oxford and his friends no more. 

And if he decides to return to civilized life, it is 
only when he can be a teacher imparting the secrets 
of gipsy life to a willing and enthusiastic audience, 
when he can be a self-appointed and self-important 
teacher. Surprisingly, Arnold seems to relate to such 
a selfish, anti-social, uncommitted gipsy impulse, 
while in his prose he dreams of a fulfilled and 
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fulfilling life of the best self of his aliens, those 
emblems of culture. A certain paradox lurks in the 
lines: "Thou hast not lived, why should'st thou perish, 
so?/Thou hadst one aim, one business, one 
desire;/Eise wert thou long since numbered with the 
dead!/Eise hadst thou spent, like other men, thy fire!" 
It is good to have escaped social life among men and 
women of equal standing, to have fled , living with 
them, felt with them, suffered with them, and died 
with them, for better or worse. The Scholar-Gipsy, 
Empedocles, and the Dover lover have a great deal of 
the recluse, of Hamlet, of the Byronic hero, and of the 
young Arnold, but very little of the social activist, 
the social worker, or the aliens. They stand in 
contradistinction with the fulfilling whole life 
Arnold preaches so vehemently in "Literature and 
Science," as we have seen. 

Moreover, Arnold's characters are presented in the 
throes of a conflict which amounts to a tragedy and 
which underlines the poet's tragic vision of life. The 
tragic situation, as John Farrell argues, obtains when 
the tragic hero is caught in the whirlpool of 
change(99-118) or, rather, as the poet himself puts 
it, "wandering between two worlds, one dead,/The 
other powerless to be born." Falkland, as Farrell 
shows, is such a tragic hero, "Arnold attempts to 
generalize the fate of his protagonists by relating 
their experience to a tragic disorder in the movement 
of history"(1 02). This romantic vision makes them 
guiltless victims rather than victimizers. Empedocles 
is "Arnold's most impressive portrayal of the 
guiltless hero"(Farrell 1 09). Burham calls him "the 
modern part of Arnold, the part of him that had to live 
in the burning plain of Victorian England, condemned 
to be subject to the flux of a thousand divided aims, 
condemned to live the nightmare of history"(9). The 
persona of "Dover Beach" is another "modern" man at 
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war with history, with the Sophoclean world of "ebb 
and flow," though he seems to have softened into a 
state of mellow acquiscence and even of hopeful 
expectation that human misery is, by a mysterious 
law of nature, bound to subside. 

Nevertheless, Arnold's tragic hero is also a victim 
of himself, thus becoming somehow an enemy of 
himself and a force against his "fundamental desire 
for good." Farrell hints at an "inadequacy inherent in 
his [Empedocles'] temperament"(1 09). Actually, this 
inadequacy is a tragic flaw that accelerates his fall 
and wrings his heart in the meantime. In this way, 
character becomes an enslaving power that fetters 
the hero's body and mind rather than a tool of self
fulfillment towards his inherent desire for good, let 
alone perfection. Sometimes, the hero can grasp the 
forces at work in history and society but cannot bring 
himself to act in order to alleviate his sufferings. It 
seems that he becomes a lover of pain, a masochist 
luxuriating in his afflictions and contemplating a 
distressful order of things and values experienced 
with his lost paradise in the background. 

Empedocles and the Dover lover are seen in varying 
degrees in the grips of such a situation. Adhering to a 
vanishing standard, they do nothing but to disparage 
the present. They, somehow, identify with the 
absolute standard. Empedocles becomes this standard 
and consequently fails to see the present realistically 
and objectively, eschewing it as if it were an 
epidemic. Such solipsism explains his refusal to 
realize that the absolute is not some fixed Platonic 
idea but rather the very process of history itself, the 
flux of change and development, a fact which the 
Dover lover has managed to grasp and embrace, though 
reluctantly. Callicles, who stands for this burgeoning 
understanding of the new absolute and who is thus 
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determined to celebrate nature, poetry, and music, 
knows that Empedocles is to blame: 

He is too scornful, too high-wrought, too 
bitter. 
Tis not the times, 'tis not the sophists vex 
him; 
There is some root of suffering in himself, 
Some secret and unfollow'd vein of woe, 
Which makes the time look black and sad to 
him. 

As a result, Empedocles cannot live here and now; he 
chooses death, but not until he rails irresponsibly and 
blindly against the world and mankind as the cause of 
his fall. His solipsism is further characterized as a 
mind "preying on itself." Knowing what may remedy 
his condition, he turns his back to it. Actually, he 
believes that man's desire for good, which is 
fundamental for Arnold, is the root of a serious 
delusion that "the world does but exist that welfare 
to bestow." So, he has settled down into a state of 
futile dejection and idle reflection on the human 
condition on earth, persisting in his blindness to his 
own good. Theoretically, he can see the new law, but 
psychologically he is too rigid to change. In his case 
knowledge does not necessarily lead to action. 

Such is the case of the Dover lover, who suffers 
from the Empedocles' complex as he confronts the 
flux of history. A keen observer and interpreter of life 
as he dissects it at Dover, he is incapable of going 
beyond thought and dogmatic preaching to his 
girl/wife as seeing, hearing, and analyzing prove 
impotent and idle defense mechanisms vacillating 
between escape and fake control, while the forces of 
history --natural, impersonal, and supernatural-- do 
their task, irrespective of man's thoughts and wishes: 
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The Sea of Faith 
Was once, too, at the full, and round earth's 
shore 
Lay like the folds of a bright girdle furl'd. 
But now I only hear 
Its melancholy, long, withdrawing roar, 
Retreating, to the breath 
Of the night-wind, down the vast edges drear 
And naked shingles of the world. 

The concluding lines outline the position of a man 
who, knowledgeable, moralistic, and sensitive as he 
is, cannot do anything about his dark reality, "And we 
are here as on a darkling plain/Swept with confused 
alarms of struggle and flight,/Where ignorant armies 
clash by night." Such is the plight of the Dover lover 
as well as Empedocles. Something stifles them from 
within, a burning sense of agony and despair, a noble 
rigidity of character causing a paralysis of the soul 
and body as they idly and impotently watch history 
unfold impersonally, irrevocably, and uncontrollably. 
History in both cases may be the occasion of tragedy, 
but character is its actual cause. 

Eventually, the disjunction between knowledge and 
conduct re-erupts powerfully and is even 
institutionalized in Culture and Anarchy as a 
polarized division under the name of Hellenism and 
Hebraism. In what seems as an instance of the return 
of the repressed, Arnold speaks of these as two 
passions which alternate in civilizations and history 
and which can only be united in wishful thought. 
Hellenism is a passion for knowing, and Hebraism for 
doing. The dichotomy is complete, "And these two 
forces we may regard as in some sense rivals, -
rivals not by the necessity of their own nature, but as 
exhibited in man and his history,-- and rivals dividing 
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the empire of the world between them"(558). He adds, 
"Hebraism and Hellenism --between these two points 
of influence moves our world"(558). In other words, 
man's nature does not pass spontaneously and 
necessarily from knowledge to action. Obviously, 
what Arnold is envisioning is a nature higher than 
ordinary common nature. Again, he is torn between 
what is real and what is ideal, between gloomy 
reality and fantastic dream. His poetic "heroes" are 
often so caught up, like Hamlet, in the whirlpool of 
thought, self-analysis, and meditation that they seem 
to be waiting for some external, impersonal force to 
deliver them from the suffocating realities of the 
here and now, though, unfortunately, Godot does not 
show up. As aliens, in the negative sense, they reject 
any integration with the world around them, but such 
alienation is to be repressed giving way to the new 
aliens of Arnold's sublimating mind. 

On the basis of the above argument, humans are 
unhappy in Arnold's poetry because they, almost by 
constitution, are afflicted by a serious disjunction 
between knowledge and action, by an inablity to 
recognize the law of flux, and by a desperate clinging 
to an absolute standard of values and ideas. 
Empedocles, the Dover lover, and the Scholar-Gipsy 
all illustrate this tragic situation in different 
degrees. The first, governed by Thanatos not Eros, 
resolves the "to be or not to be" question by jumping 
into Etna. The second refuses to celebrate love at 
Dover and chooses to sit and wait. The third seeks 
self-fulfill met outside time and society, making of 
his escape a mission to learn the secrets of gipsy life 
in order to impart it later to established society, a 
promise he does not keep. The three "heroes," also in 
varying degrees, fail to connect what seems in 
Arnold's theoretical framework a perfect synthesis of 
knowledge, conduct, beauty, and social life, all fused 
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together under the guidance of the principles of good 
and self-preservation that are inherent in man, a 
fusion that takes account of the whole man as history 
unfolds. 

It is no wonder, then, that Arnold withdrew 
"Empedocles on Etna" from his 1853 Poems, and the 
decision has sparked a number of insightful critical 
theories which attempt to explain it in view of 
Arnold's career as a poet, thinker, and social critic. 
Jonathan Culler finds the reason in Carlyle's 
influence, 

... the chapter on the Everlasting Yea in Sartor 
Resartus. Under the guise of solving an aesthetic 
problem Arnold has solved a moral one: he has 
attempted to cure his hero --and himself-- of Ro
mantic morbidity by the advice of Carlyle to for

get about oneself, turn outward upon the world, 
and engage in practical action.(202) 

Culler adds, "The main significance .. . of Arnold's 
rejection of 'Empedocles on Etna' and his writing the 
preface of 1853 is that he was thereby moving from 
subjectivity to objectivity"(203); that is, from 
Romanticism to Victorianism. 

Culler's argument answers some important 
questions about Arnold's career. However, it suggests 
that the change was a willful and deliberate act, a 
fact which, while dividing Arnold into two, renders 
his sincerity questionable after that major poem of 
his career. 

The same question was also addressed by Kenneth 
Allott, who adds some details, though the thrust of 
his argument does not shift considerably: "The 
increasing difficulty Arnold found in writing poetry 
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after "Empedocles on Etna " was ... due ultimately to 
his decision to hold back something of himself in the 
act of creation .. . and this decision is connected with 
his need to settle down, come to terms with ordinary 
life, and 'mature'"(68). Allott bases his argument on a 
Jetter Arnold sent to his sister in which the poet 
voices his dissatisfaction with his tragedy Merope 
and mentions the sacrifices exacted by good poetry, 
which combines "' perfection in the region of thought 
and feeling"'(qtd. in Allott 68) with "'perfection of 
form'"(qtd. in Allott 68). He adds, by implication, that 
"'he cannot bear anything not very good"'(qtd. in Allott 
68). All this can be readily understood in the light of 
his many public duties which began to overburden him 
physically and mentally. 

Both Culler and Allott are exclusively concerned 
with "Empedocles on Etna," though Arnold's verse as a 
whole depicts passionately and sadly a vision of the 
sorrowful human condition. Moreover, "difficulty" 
could be taken to indicate a significant dimension of 
Arnold: his striving for perfection in this field as 
well as in others. This ambition points to a process of 
sublimatiom. which culminates, as I have said earlier, 
in a theory of poetry as religion and in a series of 
prose works that sublimate his poetic vision of the 
possibilities of mankind in the emergence of his new 
heroes, the aliens. 

As for the transformation from subjectivity to 
objectivity, something which the two critics 
subscribe to, this needs a re- considerarion which 
should begin with some questions. In human sciences 
what do subjectivity and objectivity signify? Are 
they to be viewed in terms of subject matter or 
method? In many of his poems Arnold addresses the 
human condition, though lyrically and elegiacally. This 
is objectivity in the choice of matter, but not in tone. 
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In prose he addresses public matter, but the 
perspective is subjective. 

It is true that one may find strong support for his 
rejection of subjectivity in his 1853 "Preface," but, 
apart from its being indirect, it applies to the poem 
under consideration. He denounces two forms of 
subjectivity. First, he condemns what might be called 
historical subjectivity where an ancient subject is 
inconsistently presented from a contemporary 
viewpoint. His "Empedocles on Etna" illustrates this 
form: 

Into the feelings of a man so situated there 
entered much that we are accustomed to consider 

as exclusively modern .... What those who are 
familiar only with the great monuments of early 
Greek genius suppose to be its exclusive 

characteristics, have disappeared; the calm, 
the cheerfulness, the disinterested objectivity 
have 
disappeared: the dialogue of the mind with itself 
has commenced. ("Preface" 185) 

The other form of subjectivity deals with the 
principle that a 

" true allegory of the state of one's own mind in a 
representative history .. . is perhaps the highest thing 
that one can attempt in the way of poetry"("Preface" 
193).This form is also condemned in connection with 
his strong bias for the ancients against the moderns. 

As for the mainspring of his new program, it falls 
neatly into line with his unceasing self-amelioration, 
with the ancients serving as models. He strives to be 
one who chooses "to delight himself with the 
contemplation of some noble action of a heroic time, 
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and to enable others, through his representation of it, 
to delight in it also"(" Preface" 201 ). Actually, this is 
what defines his progress and unifies his canon and 
career: a series of repressions succeeded by 
sublimation. In 1849 he published The Strayed 
Reveller. and Other Poems, signed by the half
revelatory "A," but soon he repressed it. In 1852 he 
published "Empedocles on Etna." and Other Poems. 
However, he was still dissatisfied. In 1853 he issued 
his Poems without "Empedocles on Etna." The poem 
was repressed because of his new noble conviction of 
the function of poetry. In other words, the poem was 
repressed, though his post-1853 works betray 
vestigious returns of the repressed. 

Similarly, his humanistic quest follows the same 
pattern. It starts with an extended elegy on the human 
condition, an elegy that rises sometimes to tragic 
heights with agony and half-despair not softened by 
Hardy's sarcasm and irony. He then moves towards 
more positive thinking, along the same lines shown 
above. He banishes his fears and doubts, providing 
himself and his readers with hope and promise of 
better times, and seeking perfection on both personal 
and social levels. The same Arnold breathes 
throughout. His objectivity is, I believe, subjectivity 
on a higher level, a form of sublimation supervening a 
repression. This is the delight he experiences and that 
he hopes to infuse into his readers without 
compromising his sincerity. 

The psychological process of repression and 
sublimation appears more clearly in another way. For 
example, the word "alien" is employed in a negative 
sense in his poem "The Buried Life," suggesting a 
pathetic and painful state. This same word is used as 
the name of his cultural heroes in Culture and 
Anarchy. So, the word is repressed in one sense and 
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sublimated into a noble one. Loneliness, isolation, 
detachment, and aloofness take on positive 
connotaions as they turn into freedom from class 
interests and into disinterestedness. The process is 
laid out in Culture and Anarchy, where aliens are 
defined as an elitist group of social workers who have 
repressed their "ordinary" selves(536) and live by 
their best selves, who have repressed their individual 
interests and live for communal welfare. Egoistic 
superiority in his poetry, which takes the form of a 
person teaching others, becomes now positive 
altruistic leadership. Man, divided and aimless in his 
poetry, is now a unified, fully integrated person, self
conscious and socially-oriented. Finally, poetry, as 
we have seen, is elevated from grief without outlet, 
through elegy, tragedy, and delight, to religion. This is 
the rising curve of Arnold's thought and life. 

On the other hand, subjectivity remains strong in 
Arnold even after his 1853 Preface. His conservatism, 
which Delaura discusses at length( 168 ff. ), his 
hankering after a lost utopia, and his idealism put him 
in the company of men like Carlyle, Newman, and 
Pater. It is as a conservative in an age of rapid and 
cataclysmic change that he must have felt his tragic 
situation, as "Stanzas from the Grand Chartreuse" 
shows. Somehow, as an intellectual, he was losing his 
ground in an age of more aggressive and more 
effective social, political, and economic forces. 
Intellectual life, as Houghton shows(14-16), was 
forfeiting its prestige, and knowledge was being 
infested with relativism52 which he calls 
provinciality, a term used to describe the absence of 
an "intellectual metropolis like an academy"("The 
Literary Influence of Academies" 283). Culture, which 
remains his focal point, is brought into the 
discussion, for "to get rid of provinciality is a certain 
stage of culture"("Academies" 283). 
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And it is this mission of eradicating provinciality 
that Arnold assigns to himself, a fact which reflects 
an acute awareness of his tragic situation as a 
humanist fighting a last-ditch battle for established 
standards, a position reminiscent of Empedocles: 

It is not that there do not exist in England, as in 
France, a number of people perfectly able to 
discern what is good ... from what is bad, and 
prefer- ring what is good; but they are isolated, 
they form no powerful body of opinion, they are 
not strong enough to set a standard, up to which 
even the journey-work of literature must be 
brought, if it is to be vendible.("Academies" 280} 

The issue is now clear. The forces of culture, 
including Arnold himself, are not sufficiently strong 
nor well-organized to stand against the encroaching 
forces of provinciality, relativism, and anarchy.The 
repressed material gives force to his already 
passionate personal involvement, which explains his 
oppositional attitudes as he addresses public 
matters, clashing almost with everybody --with the 
Middle classes, Liberalism, Barbarians, Philistines, 
Populace, Laissez-faire, materialism, mechanism, 
Puritanism, Harrison, Bright, Bentham, Pascal, The 
Times. The Daily Telegraph, and a host of other 
enemies. Empedocles-like, Arnold is at war with the 
times. His subjectivity is still active. 

Another aspect of Arnold's living subjectivity is 
his strong affiliation with Oxford and loyalty to its 
values and standards. As an Oxford scholar, he is 
involved in the battle for culture, for sweetness and 
light, for which that institution stands. The relation 
is tinged with lyricism, "Beautiful city! So venerable, 
so lovely, so unravaged by the fierce intellectual life 
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of our country, so serene!"("Oxford, The Home of Lost 
Causes" 468-9). The defeat of Oxford in the social 
battle begins to take on a personal color, for the 
Oxford of sweetness and light is also the Oxford of 
lost causes: "I say boldly that this our sentiment for 
beauty and sweetness, our sentiment against 
hideousness and rawness, has been at the bottom of 
our attachment to so many beaten causes, of our 
opposition to so many triumphant movements"(Culture 
491). 

Such are the features of Arnold's humanism on its 
two levels. Man, as a pitiable creature thrown on this 
earth under the influence of numerous forces and 
passions but always governed by irrevocable fate, 
seems irreconcilable with Arnold's cultured man who 
is governed by his love of perfection and who aims at 
"making reason and the will of God prevail." In such a 
Hardyesque universe, where resignation is the most 
efficacious antidote, Arnold's idealistic humanism 
seems luxurious, detached, and even cruel. It wavers 
between the dream and the nightmare, fantasy and 
reality, but only to be tortured and disfigured. It 
appears that while Arnold's verse gives vent to his 
unconscious doubts and fears and to his innermost 
glimpses into the human condition, his prose, 
following an act of repression of his horrible, 
nightmarish visions, functions as a sublimation, a 
dogged defense mechanism aiming at keeping the 
distressful truths at bay. His return to tragedy 
towards the end of his career is significant. Falkland, 
as Farrell argues, is another Empedocles, who is never 
completely dead in Arnold's mind. His essay on 
Falkland, first published in 1877, is his way of 
suggesting that there is no exit out of the hurly-burly 
of the human condition, that man is caught in a 
Heideggarian fashion. The uncanny return of the 
repressed sadly concludes Arnold's humanistic quest, 
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while it underscores the repressions and highlights 
the sublimations which push him towards dogmatic 
absolutism, towards another level of subjectivity, for 
Arnold's prose is as much Arnold as his verse, and 
both help to identify a man at war with history, 
refusing to dispel a vision of a better world and 
perhaps a better man. Unfortunately, in such a 
complicated process and for such a complex 
personality, "consistency" seems to have been 
betrayed twice, first in presenting an ancient subject 
in modern clothes and second in solving modern 
problems according to ancient models, for,after all, 
Arnold's aliens are, to a large extent, modelled after 
Plato's philosophers. 

Thus, Arnold's humanism is a valuable contribution 
to its field. Actually, its very limitations serve as 
flashlights showing the need for a truly disinterested 
humanistic program based on a sound and realistic 
knowledge of human nature and abilities in the 
context of society and history and for a concerted 
coordination on the ground between criticism and 
political action. So, while Arnold's humanism has a 
great deal of the optimism of the Enlightenment, it 
savors of the modern and post-modern sense of crisis. 
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NOTES 

1. For more information on humanism see Hans 
Baron, Paul Oskar Kristeller, and Johan Huizinga. 

2. For more details on Arnold's religion and culture 
see Pat MaCarthy and Joseph Carroll. 
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